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ABSTRACT 
 
Transnational Higher Education Networks for Learning and Teaching (TNLTs) 
in Geography are networks of academic geographers that facilitate a common 
interest in exchanging knowledge about higher education learning and teaching.  
Participation within these learning and teaching networks arguably provides 
benefits of information sharing but is often compromised by barriers such as 
finance and time.  The aim of this study is to contribute to geographies of higher 
education by exploring academic networking practices for learning and teaching 
through geographers’ motivations, experiences and outcomes of participation 
alongside the role that technology plays in facilitating these.  The subject of 
learning and teaching is an increasingly important area of study.  The complex 
relationship between the practices of learning and teaching alongside research 
and administration duties within higher education has been previously explored 
yet little discussion is offered on academics who focus on learning and teaching 
practice.  However, within the context of human geography research TNLTs as 
defined within this thesis have only received cursory treatment.  This study 
situates TNLTs under the umbrella of geographies of higher education that are 
increasingly being studied with focuses on transnational academic mobility, 
international student mobility and international collaborations in higher 
education.  This study sketches a conceptual framework for engaging in 
academic networking by bringing research together on TNLTs, Continuing 
Professional Development (CPD), higher education on a global scale, 
Communities of Practice (CoP) and the technology driven-network society that 
comprise five bodies of literature that have not been considered collectively 
before.  Due to a lack of literature and previous work on TNLTs, this thesis 
applies grounded theorising that generated findings out of the data rather than 
testing a hypothesis.  Such inductive methodology develops and constructs 
theory and is a useful approach to researching TNLTs because it also allows for 
a combination of different research methods.  In this thesis, various ways to 
access TNLTs are blended to effectively study them, including both face-to-face 
and online surveys and interviews.   
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1. 
 
INTRODUCTION 
 
1.1 Transnational Higher Education Networks for Learning and 
Teaching (TNLTs) in Geography 
 
Transnational Higher Education Networks for Learning and Teaching (TNLTs) 
in Geography are networks of academic geographers that foster a common 
interest in exchanging knowledge about higher education learning and teaching.  
The networks have international participation that varies in number and 
geographical location within and between each TNLT.  TNLTs facilitate 
interaction; knowledge exchange; resource sharing; and collaboration 
opportunities.  TNLTs mostly communicate online through email, online social 
networks and website information whilst a large part of the experience occurs 
through face-to-face meetings at organised workshops.   
Within the context of geography research, TNLTs have only received cursory 
treatment.  Over a decade ago, scholars in search of geographies of education 
would have found only a fragmented and insular literature but there are now 
signs of growing interest (Hansom Thiem, 2009, p154).  Holloway et al (2010) 
argue how Anglophone geographers have exhibited a growing interest in 
education and learning much more in the 21st century.  Holloway et al (2010) 
concur with Hanson Thiem (2009) that education warrants fuller attention by 
geographers.  More recently, Holloway and Jöns (2012) have brought together 
varying discussions from emerging geographies of education and learning, to 
increase an understanding of the many diverse fields that contribute to this area 
of interest.  This study then situates TNLTs under the umbrella of geographies 
of higher education that are increasingly being studied with focuses on 
transnational academic mobility (see, for example, Jöns, 2007; 2011), 
international student mobility (see, for example, Waters, 2006a; 2006b) and 
international collaborations in higher education (see, for example, Donert et al, 
2 
 
2011).  Despite a growing interest in geographies of higher education, there is 
little known about online social networks and online networking practices of 
academics (Larson et al, 2006a).  Networking and knowledge exchange of 
academics over long distances in a work context are a source of under-
researched themes.  This thesis aims to contribute to an understanding of 
TNLTs within wider debates in geographies of higher education as little is 
known about academic learning and teaching networking practices.  More 
specifically, this study suggests a conceptual framework for engaging with 
wider academic networks by bringing together previously separate insights from 
research on geographies of higher education alongside research on TNLTs, 
Continuing Professional Development (CPD), higher education on a global 
scale, Communities of Practice (CoP) and the technology driven-network 
society.  Effectively researching TNLTs in a geographical context in this study 
means bringing together these five literatures. 
There is a small body of literature that discusses TNLTs, namely, collaborative 
articles on a TNLT event (see, for example, Healey, 2006b) and student 
research projects (see, for example, Solem and Foote, 2006).  Technology, 
when considered within TNLT literature, is usually considered for its use within 
the classroom (see, for example, Van der Westhuizen et al, 2010).  Other 
literature has taken a retrospective look at TNLTs (see, for example, Healey 
2006a) or looked forward to what the future holds for TNLTs (see, for example, 
Bednarz and Bednarz, 2004).  Drawing upon the TNLT literature highlights that 
studies are often student-centred, for example, the first three cases or more 
academic-centred, the last two examples.  Regardless of the viewpoint from 
which the TNLT literature has been written, both contribute to wider knowledge 
about TNLTs.  Articles written by past or current participants of TNLTs about 
the networks are useful in this study to contextualise them, yet there is little 
literature that considers either the academic networking experiences of the 
participants as a whole or the role that technology plays in facilitating the 
networks.  Because of this, effectual study of TNLTs requires a wider 
acknowledgement and review of literature in other areas.   
Looking at higher education on a global scale usefully conceptualises the 
institutional-led internationalisation strategies that universities employ to shape 
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their learning and teaching procedures.  For example, Knight’s (2003) study 
highlights how although learning and teaching strategies are considered to be 
important to the institution, in practice such policies are implemented less 
effectively.  Equally, including literature on the globalisation of higher education 
shines a light on wider debates such as that of core and periphery and the 
contested Anglo-American ascendancy of academic discourse and domination 
of publication space.  Such wider debates on global higher education provide a 
better understanding of the system in which the TNLT participants and 
organisers work and the national and international procedures they have to 
negotiate.  This literature provides a wider overview of higher education and 
academics’ networking opportunities but is limited by the discussions at a 
macro level.  Missing is the micro view of how individuals utilise higher 
education on a global scale to actualise their international networking for 
learning and teaching.   
Drawing upon the rich body of CoP literature allows this study to contextualise 
how individuals interact with their peers on a global scale.  Although much has 
been written about the motivating factors, barriers and enablers to participating 
in a community of practice (see, for example, Ardichvili, 2008), little knowledge 
is available about what actually happens to CoP as they mature, evolve, decline 
or vanish.  CoP or NoP (Networks of Practice) are suitable vehicles through 
which one can visualise how TNLTs operate both in face-to-face opportunities 
and remotely via virtual networking online.  The availability of technology 
facilitates the ability of CoP participants to communicate at a distance and 
across borders.  As such, the physical campus no longer defines the 
boundaries of the university and so the concept of CoP is useful to aid a better 
understanding of academic networking for learning and teaching.   
CoP make use of available technology to expedite opportunities for participants 
to communicate face-to-face as well as online.  To make sense of TNLTs as 
communities of practice and their use of technology within the global higher 
education system, literature on the technology driven-network society is 
appropriated.  Wider debates argue that the information technology revolution 
was instrumental in the invention of the Internet and as communication barriers 
break down time, society is dominated by information networks.  The ‘death of 
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distance’ premise suggested by Cairncross (1997) and the ‘end of geography’ 
by Graham (1998) have become problematic propositions as despite global 
reach, the importance of face-to-face communication within academic 
networking cannot be underestimated.  By bringing these wider debates 
mentioned here together with a focus on TNLTs within this study, international 
academic networking can be studied much more effectively.  
 
1.2 Research rationale 
 
TNLTs sit within a vast body of literature on learning and teaching that is 
predominantly student-centred and predominantly reflective of pedagogic 
practice and research.  This student-centred approach is a result of much 
action research that has been carried out by teachers, lecturers and 
practitioners to intellectualise the process of how to teach students better and 
how to facilitate students to learn better (see, for example, Badley, 2003 and 
Christensen-Hughes and Mighty, 2010).  The enhancement of academic 
learning and teaching practice is of increasing importance globally as 
universities have particularly been identified as key players in the successful 
transformation to knowledge-based societies (De Ruiter, 2007). 
The subject of learning and teaching is currently an important study area as it 
has been increasingly brought into the public arena through UK media rhetoric.  
Cuts to UK higher education teaching budgets of 40% are to be implemented 
over a four year period (Richardson, 2012).  These cuts are amid English 
universities being allowed to charge up to a maximum of £9,000 in tuition fees 
from the start of the 2012 / 2013 academic year.  Discussions involving learning 
and teaching, however, stretch beyond the UK, for example, there has been a 
relative neglect of research on teaching in Canadian universities (Downey, 
2010, pxi).  Alongside such discussions has been the closure in 2011, due to 
Higher Education Academy (HEA) funding changes, of the 24 Subject Centres 
that supported all UK higher education disciplines to enhance teaching and 
learning across the sector.  The Subject Centre for Geography, Earth and 
Environmental Sciences (GEES) was a major contributor to the development of 
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and promotion of new ideas in teaching and learning and contributed 
internationally through its support of TNLTs such as INLT and Herodot 
(Chalkley and Kneale, 2011, p457).  The closure of such contributors to TNLTs 
may impact on networking for learning and teaching, particularly in the UK, but 
this remains to be seen.  The dichotomous relationship between the practices 
of learning and teaching alongside research and administration duties within 
higher education has been previously explored (see, for example, Robertson 
and Bond, 2001; Le Heron et al, 2006) while Chalkley et al (2000) asked to 
what extent geography departments are held accountable for teaching quality?  
Yet, little discussion is offered on academic networking practices for those who 
have a primary focus on learning and teaching practice.  
From a geographical perspective, transnational networks that facilitate the 
exchange of learning and teaching practice and knowledge as well the 
emergence of potential collaborations and research opportunities have been 
under researched.  Although networks and networked communication have 
long been a source of geographical debate (see, for example, Graham, 1998; 
Castells, 2001) networks of learning and teaching in geography have been 
neglected within the literature.  Moreover a lack of interest in learning and 
teaching is particularly surprising given the geographical discourses 
surrounding the concepts of virtual geographies and cyberspace (Batty, 1997; 
Crang et al, 1999; Gunkel, 2003).  Alongside increasing Internet penetration 
rates and emerging Web 2.0, smart phone technologies are facilitating 
communication on a global scale.  This is a particularly relevant point to make 
as almost 20 years ago Gibbons et al (1994) argued that they were not 
optimistic that online social networking will help the ‘periphery’ make 
international contacts. 
 
1.3 Methodological Framework 
 
Due to a lack of academic literature on TNLTs, this thesis applies grounded 
theorising that generates findings out of the data rather than testing a 
hypothesis.  This inductive methodology is a useful approach to researching 
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TNLTs because it also allows for a combination of different research methods.  
In this thesis, various ways to access TNLTs are blended to effectively study 
them, including both online and face-to-face surveys and interviews.  More 
specifically, this research uses a mixed-methods approach of qualitative and 
quantitative data collection including a self-administered face-to-face 
questionnaire, online surveys, face-to-face semi-structured interviews and 
online Skype interviews as well as secondary data.  The Computer Assisted 
Qualitative Data Analysis (CAQDAS) software package NVivo is used to 
explore the qualitative data whilst SPSS software is used to generate statistical 
analysis of the quantitative data.  The study population has the characteristics 
of having a learning and teaching focus, work within higher education 
geography, communicate in English, are transnational and operate an online 
platform. 
Applying these criteria resulted in studying the following nine TNLTs. 
NCGE    IGU-CGE   CGB 
Eurogeo   INLT    Herodot 
GFDA    CGGE   Giraffe 
The sample is identified as all geography academics that participate in some 
capacity in one or more of the nine TNLTs above.  Overall, the data analysis is 
based on 134 questionnaires and 40 semi-structured interviews which are 
explained in more detail in Chapter 3. 
The overarching aim of this study is to contribute to geographies of higher 
education by exploring academic networking practices within TNLTs by 
discussing the following five objectives, history of academic networking and the 
organisation of TNLTs; explaining motivations to engage; exploring experiences 
of participation; assessing outcomes of participation in networks of learning and 
teaching; and considering the role that technology plays in facilitating these.   
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1.4 Thesis structure 
 
This thesis consists of nine chapters.  This first chapter introduces the study, 
the research rationale and the methodological framework.   
Chapter 2 positions TNLTs within wider debates on the geographies of higher 
education and existing academic network studies.  Firstly, this chapter 
considers the broader learning and teaching networking literature and the 
relative scarcity of TNLTs in academic debate.  Secondly, the literature review 
focuses on higher education on a global scale including an exploration of the 
internationalisation of higher education and the globalisation of higher 
education.  Thirdly, the review explores Communities of Practice (CoP) and 
their relevance to the study of TNLTs.  Fourthly, the concepts of the network 
society and the information technology revolution are considered in 
contextualising TNLTs.   
Chapter 3 begins by outlining the aim and objectives of the thesis in more detail 
and discusses the research methodology that this study has employed.  Firstly, 
the research design of this study is presented with reference to grounded 
theorising using a mixed-methods approach and underlying ethical 
considerations.  Secondly, the research methods that were employed are 
outlined followed by a discussion of secondary data and data analysis 
techniques. 
Chapter 4 is the first of the empirical chapters.  It addresses the first of five 
research objectives by discussing the history of academic networking for 
learning and teaching and the organisation of the TNLTs studied.  Firstly, 
academic networking for learning and teaching up to the 20th century is 
explored, making reference to both informal and formal networking and the 
place of learning and teaching within geographical societies.  Secondly, the 
organisation of TNLTs is discussed, including the global locations of both 
organisers and participants.   
Chapter 5 considers the motivations that geographers have to participate in 
networks of learning and teaching in geography.  The three main motivations 
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that are explored include an intrinsic interest in learning and teaching, 
networking to establish international linkages and resulting publications and 
career promotion.   
Chapter 6 explores geographers’ experiences of participation in networks of 
learning and teaching in geography.  Firstly, the over-arching experience of 
internationalisation is discussed.  Secondly, the experiences of face-to-face 
workshops are considered as concurrent experiences.  Thirdly, the barriers to 
participation of finance and time are highlighted. 
Chapter 7 assesses the outcomes of geographers’ participation in networks of 
learning and teaching in geography.  Firstly, non-tangible experiences are 
discussed with reference to professional results and personal aspects.  
Secondly, tangible experiences of research, publications and career promotion 
are explored.  
Chapter 8 is the final empirical chapter and considers the role that technology 
plays in facilitating networks of learning and teaching in geography.  Four sub-
themes are discussed, namely, online communication; online social networking; 
virtual meetings; and global digital inequality.   
Chapter 9 draws together the analytical chapters in a conclusion and considers 
the overall research findings.  Reference is also given to the contribution that 
this study has made to existing knowledge.   
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2. 
 
ACADEMIC NETWORKING IN A DIGITAL ERA: 
A REVIEW OF THE LITERATURE 
 
2.1 Introduction 
 
This chapter presents a review of literature pertinent to Transnational Higher 
Education Networks for Learning and Teaching (TNLTs) in Geography.  
Drawing upon interdisciplinary debates, this chapter discusses relevant works 
in five areas of interest to this thesis: TNLTs; Continuing Professional 
Development (CPD); higher education on a global scale; Communities of 
Practice (CoP) and the technology driven-network society.  Within the context 
of human geography research these five bodies of literature have not been 
considered together before.  As such there is no comparable study available 
and there is also no immediate context in which to situate the TNLT literature.  
This thesis suggests that TNLTs should be situated under the umbrella of 
geographies of higher education.  Transnational academic mobility (see, for 
example, Jöns, 2007; 2011), international student mobility (see, for example, 
Waters, 2006a; 2006b) and international collaborations in higher education (see, 
for example, Donert et al, 2011) are major focuses in the emerging field of 
higher education research.  This thesis aims to contribute to an understanding 
of TNLTs and their position within geographies of higher education as little is 
known about academic networking practices for learning and teaching. 
 
This chapter presents a conceptual framework for studying practices of 
academic networking and as such the five bodies of literature are essential to 
this thesis.  Intellectual justification for the study is therefore explored through a 
critical consideration of the existing research and the gaps within the 
geographical literature that emerge when considering the overall theme of 
TNLTs through a focus on academic networking within the five main bodies of 
literature.   
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2.2 TNLTs 
 
TNLTs are networks of geographers that work within higher education and are 
centred on learning and teaching.  Relationships between academics are 
critical to building successful alliances and as such networking is just another 
metaphor for collaboration (Foray and Hargreaves, 2002).  Participants 
exchange knowledge and share ideas of pedagogical interest, whilst organisers 
facilitate online communication through email, website and Web 2.0 tools such 
as online social networking.  Face-to-face events that usually take the form of 
workshops are organised either as stand-alone occasions or attached to 
geographical conferences.  This hybrid communication method arguably 
enables global reach and scope and as such TNLTs possess the potential to 
connect geographers that otherwise would not communicate, under the banner 
of learning and teaching.  Hay et al (2000, p225) suggest that a network for 
learning and teaching should incorporate five approaches, publish papers; 
establish a communication network; develop a database; explore links with 
others; and link students internationally.  TNLTs thus provide spaces for both 
collaboration and dissemination, arguably creating unique environments within 
higher education learning and teaching.  Therefore, in order to understand 
where TNLTs sit within geographies of higher education literature it is important 
to recognise that discussions about learning and teaching are often common in 
other areas.  
 
Learning and teaching is an umbrella term and is so ubiquitous in higher 
education that it can be difficult to find a clear definition.  Learning and teaching 
fosters inquiry and disseminates findings about what can improve post-
compulsory education for both the academic to teach better and the student to 
learn better (ISSOTL, 2012).  The term is most often used within higher 
education to encompass topics such as curriculum development, student 
feedback and assessment.  Every UK higher education institution (potentially 
world-wide too) has learning and teaching guidelines to assist academics in 
determining benchmarks for education quality.  Within wider debates in 
international education, both in the context of the UK and further afield, learning 
11 
 
and teaching has been increasingly discussed within the last decade.  For 
example, there has been a focus in the UK media on learning and teaching as 
UK government policies implement a rise of higher education tuition fees 
(Swain 2012) without an apparent upswing in teaching time (Richardson 2012; 
Paton 2012).  Such examples highlight a continued focus of attention on higher 
education learning and teaching. 
 
Within a geographical literature context, learning and teaching as a topic during 
the last decade has touched upon international experiences (see, for example, 
Healey et al, 2000) as well as virtual experiences (see, for example, Lemke and 
Ritter, 2000).  Both of these examples of learning and teaching literature within 
geography alongside many other examples are student-centred (Bradbeer et al, 
2004) and tend to focus on aspects of how academics can facilitate better 
learning and teaching (see, for example, Healey and Jenkins, 2000).  As such, 
this closer examination of learning and teaching scholarship has shone a 
spotlight on the standard of learning that students expect and the level of 
teaching that students now receive.  Thus one of the continuing challenges that 
higher education geography academics face is as their role as a teacher.   
 
There is nevertheless, little learning and teaching literature or discussion that 
has an explicit focus on academic-centred higher education learning and 
teaching except for that which is found within the body of work on TNLTs.  
Previous work that explicitly discusses TNLTs can be categorised into five 
broad approaches.  Firstly, geographers have written collaboratively about a 
TNLT event, which has later been published within a special issue of a journal 
(see, for example, Huckabay, 1982; Cant et al, 1993; Healey, 2006b).  
Secondly, TNLT activity has been written about by geographers through their 
TNLT-associated student-centred research projects (see, for example, 
Whittlemore, 1964; Stoltman, 1987; IGU, 1987; Solem, 2002; Solem and Foote, 
2004; Hardwick, 2005; Solem and Foote, 2006).  These first two examples of 
TNLTs in the literature can be considered to belong to literature on 
geographical education, as these examples are student-centred and explore 
learning and teaching in the classroom and in the field.  In the context of this 
study, these two bodies of literature contribute to wider knowledge about TNLTs 
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and inform later chapters.  However they are both less relevant because the 
literature discusses the content of the network rather than networking practices. 
 
The third broad approach that geographers have taken when discussing TNLTs 
is a retrospective look at the TNLT as a network, often discussing 
achievements or milestones (see, for example, Gerber, 2000; Stoltman, 2000; 
Lidstone and Stoltman, 2006; Healey, 2006a).  Fourthly, geographers have 
written about TNLTs in terms of what the future may hold for the participants 
and the network (Kennamer, 1968; Hay et al, 2000; Bednarz and Bednarz, 
2004).  These second two approaches conversely describe networking 
practices, which are much more relevant for this study, but fewer in number.  
These second two examples of the literature are less student-centred thereby 
more academic-centred and feature some analysis of the network and its 
organisation.   
Finally, the fifth broad topic that many geographers have approached when 
discussing learning and teaching is technology and its use within the classroom 
and in the field (see, for example, Bishop et al, 1995; Rich et al, 2000; Fletcher 
et al, 2007; Lynch et al, 2008; Van der Westhuizen et al, 2010).  Much TNLT 
focussed work has provided pedagogically focussed geographers with 
information on the embracing of technology and as such this fifth approach is 
again much more student-centred. 
There are of course examples within the literature that have taken a more 
critical approach to TNLTs.  For instance, Hay (2008) suggested how learning 
and teaching networks may be perpetuating Anglo-American hegemony and 
post-colonial overtones.  However, such critiques of learning and teaching 
networks are few and far between.  The majority of the TNLT literature 
mentioned within this review is frequently published within a small number of 
journals that are explicitly affiliated with particular TNLTs1.  Previous learning 
and teaching or TNLT-specific literature has not discussed at any great length, 
if at all, transnational networking practices of geography academics.  Therefore, 
                                            
1 This includes, for example journals such as Journal of Geography in Higher Education (JGHE); International Research 
in Geographical and Environmental Education (IRGEE); Review of International Geographical Education Online 
(RIGEO); Journal of Geography; The Professional Geographer; Annals of the Association of American Geographers 
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the motivations to participate in learning and teaching networks, the 
experiences of participation within such academic networks and the outcomes 
of networking are under or un-represented within existing geographical debates 
thus highlighting a gap within the literature. 
 
2.3 Continuing Professional Development (CPD) 
 
The basic premise of Continuing Professional Development (CPD) in higher 
education is a means by which academics can maintain knowledge and skills 
related to their employment and profession.  CPD can be compulsory or can be 
obligatory depending on the type of institution and policy.  Nevertheless, 
whether required by ones department or school to attend CPD or whether taken 
on a voluntary basis, CPD can take the form of hour long seminars, day 
workshops or longer courses spread over weeks or months.  For the most part, 
CPD is a structured activity, be it formal, informal or self-directed (either run 
internally within the university or externally) to ensure competence of one’s 
practice.  Wider discussions around CPD have considered how academics 
engage with professional development (see, for example, Clegg et al, 2002) as 
well as how problematising our conceptualisation of the term can aid our 
understanding of where CPD fits within academic life (see, for example, Clegg, 
2003).  In fact, it was the Dearing Report (1997) that stated only with a strong 
investment in CPD can effective learning, teaching and assessment truly be 
developed (Kahn and Baume, 2003).  There are also common theoretical 
themes within the literature such as the use of the terms reflection and action 
(see, for example Clegg et al, 2002).  To what extent participants in CPD reflect 
upon their own practices having participated in professional development, 
examining experiences and drawing lessons from them (Kolb, 1984) and to 
what extent academics take action based upon such experiences. 
The boundaries of what counts as CPD are such that some of the most 
significant activities academics engage in through personal and informal means 
are not usually conceptualised as CPD (Clegg, 2003).  Tensions between 
learning and teaching and research once again surface within discourses on 
CPD.  Mass higher education and the role of the university within the 
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knowledge society have created ‘different life-constitutive projects’ for learning 
and teaching and for research (Barnett, 2003, p151).  In other words, CPD 
often takes the form of supporting research or learning and teaching and 
consequently the former is not usually considered as CPD (Clegg, 2003, p39).  
Both formal and informal learning is required to locate CPD as crucial in forming 
an academic identity (Becher, 1999).  Within the last decade there has been an 
emphasis placed upon the importance of informal learning (see, for example, 
Eraut, 2000; Wenger, 2000) and as such TNLTS it can be argued fit within this 
area of CPD.  There has been an over-focus on formalised CPD such as 
courses and seminars suggests IFL (2012) although this could be due to 
conferences being more easily recognisable as a CPD activity, with informal 
approaches not necessarily being recorded.  Alongside this is a growing 
recognition that conversations with colleagues can often be ‘moments of 
enlightenment’ which often lead to change (IFL, 2012, p6).  What can be 
described as ‘networking moments’ such as these ultimately highlights how the 
informal, outside of the classroom/conference conversations can ultimately be 
more satisfying than any formal discussion (for a more detailed discussion, see 
Chapter 7).   
More recently, discussions around CPD have looked at re-thinking the concept 
of CPD and also the role of technology in delivering CPD.  Firstly, over the past 
few decades, CPD has turned from acts engaged in by professionals for their 
own satisfaction to a systematised and codified set of activities that has 
consequences for their continued registration and in some cases, right to 
practice (Boud and Hager, 2012, p17).  Managerial interventions to formalise 
informal conversations within the workplace in some cases hindered the kinds 
of informal learning that they were seeking to promote (Boud et al, 2009).  Such 
research highlights the kinds of tensions academics may have to negotiate on a 
daily basis.  Deciding what CPD one wants to embark on for instance, and 
whether, if possible one has a ‘free’ choice so to speak, either from a personal 
list or an institutionally subscribed one.  Those afforded the richest opportunities 
for participation in CPD gain the strongest development as workplace readiness, 
for example, the degree by which workplaces provide rich learning outcomes 
through everyday activities is central to the quality of CPD experiences.   Re-
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thinking the concept of CPD brings into discussion previous research such as 
Skule (2004) who argues that indicators used to measure and assess informal 
learning at work are underdeveloped and that current frameworks to measure 
and benchmark learning are heavily biased towards education and formal 
training.   
In an age of online sharing and learning, plus increasing time restraints on us 
all to use our time most effectively, professional development through open 
access materials will only increase in popularity (Burnapp, 2011).  The utility of 
CPD online and possibly remotely, is an increasingly interesting area of CPD to 
study yet is under researched within the literature.  What one can take from the 
large body of literature on the subject of CPD or learning at work as well as 
other terms that are used interchangeably, is that there is little consensus on 
whether it is a formal or informal activity and so it is logical to assume that it can 
be both.  There is also a lack of discourse around the idea of value and to what 
extent academics indeed do value opportunities to engage in CPD.  Therefore, 
CPD is a useful body of literature to place TNLTs within in order to recognise 
the academic networking practices enacted by their participants and organisers.   
 
2.4 Higher education on a global scale 
 
Historically there has always been an international community of scholars 
between the universities of Europe as medieval scholars formed networks 
(Barnett and Phipps, 2005, p3).  In fact, universities have long considered 
themselves international bodies, even as far back as the 11th century (King, 
2004).  Altbach and Knight (2007, p302) argue that the rise of nationalism and 
the nation state in the 16th century forced academics in Britain to look inwardly.  
Later emergence from colonialism in the mid-20th century, however, stimulated 
universities and scholars to look internationally as technology innovation and 
the knowledge economy increased mobility and propelled internationalisation.  
Alongside more efficient travel and communication, English became the 
international language of scholarship in the second half of the 20th century 
(Altbach, 1996, p5).  In the mid-1980s, UK higher education underwent a period 
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of change that saw universities become increasingly international (Jacques and 
Richardson, 1985, pxv).  Since then, more and more students have chosen to 
study abroad, enrol in foreign educational programmes and institutions in their 
home country or use the Internet to take courses at colleges or universities in 
other countries (OECD, 2004).   
Global higher education today is a complex and multi-faceted concept that has 
been debated widely over the past decade in many diverse areas of academic 
discourse (see, for example, Slaughter and Larry, 1997; Usher and Medow, 
2010).  Global higher education is often discussed in terms of the 
internationalisation of higher education and the globalisation of higher 
education.  There is a vast body of literature that discusses the relationship 
between the two concepts as well as differences and similarities (see, for 
example, Marginson and Van der Wende, 2006; Altbach and Knight, 2007).  
When considering the two concepts, the terms are sometimes confused 
(Altbach, 2004) or often used synonymously and it is important to stress that 
the two processes, as outlined below, are related but in fact different (Knight, 
2003).  One must recognise that there have always been many different terms 
used in connection with the internationalisation of higher education (De Wit, 
2002, p110; Knight, 2008, p20).  De Wit (2011) argues that over the past ten 
years one can note many new terms emerging in the debate about the 
internationalisation of higher education that are a consequence of the impact of 
globalisation. 
According to De Wit (2011), the most commonly used definition for the 
internationalisation of higher education was conceptualised almost 20 years by 
Knight (1994 in Knight, 2008, p19) as the ‘process of integrating an 
international and cultural dimension into the teaching, research and service 
functions of the institution’.  However, a need for constant updating of the term 
has led to the definition of the internationalisation of higher education changing 
to the ‘process of integrating an international, intercultural, or global dimension 
into the purpose, functions or delivery of post-secondary education’ (Knight, 
2008, p21).  As an example, traditionally the UK higher education sector’s 
‘internationalisation’ strategy has been motivated by a perceived need to 
maximise the number of overseas students (Brooks et al, 2012a).  More 
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recently, the concept of internationalisation of higher education has evolved still 
further and the term has become synonymous with globalisation (De Wit, 2011).  
In fact, internationalisation and globalisation overlap and are intertwined (Scott, 
2000, p14).   
Globalisation can be defined in terms of an integrated world economy, new 
information and communication technologies, the emergence of an international 
knowledge network and the dominant role of the English language (Altbach et 
al, 2009, p7).  In theorising the changes that global higher education has 
experienced over the past decades, the literature often points to the impact of 
globalisation and its role in facilitating the movement of students and a global 
marketplace (Brooks et al, 2012b).  Students continue largely to follow routes 
from ‘East’-to-‘West’ and from non-English-speaking to English-speaking 
countries (Waters and Brooks, 2011).  While it is difficult to generalise the 
concept of the globalisation of higher education, the mission of most institutions 
in most countries today is to offer education to a wider range of students than in 
the past (Altbach et al, 2009, piii).  King (2004, p45) equally points to the 
problematic nature of defining the term globalisation, suggesting that for some it 
is a process, whilst for others it is an array of circumstances.  Whether 
globalisation refers to the journey or the end state there is still controversy as to 
whether it is inevitable for all.  Scott (2000) emphasises that the globalisation of 
higher education cannot simply be seen as a higher form of internationalisation 
as it not only transcends national boundaries, it ignores them.  As such, one 
can see how, despite debates surrounding the processes of the 
internationalisation and globalisation of higher education often being discussed 
together, they are two separate processes that are often used interchangeably.  
However, it can be argued that globalisation has profoundly influenced higher 
education shaping it with forces beyond the control of the university and 
internationalisation is the policy or programme that universities implement in 
response to these changes (Altbach et al, 2009, p7). 
Much of this research and debate on higher education on a global scale has 
taken place outside of geographical discourse and has been predominantly 
discussed in areas such as international education.  In particular, global higher 
education debates regarding networking for learning and teaching are very 
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much lacking within geographical discourse.  Therefore wider debates outside 
of geographical discussion on academic networking need to be drawn upon.  
Firstly, the internationalisation of higher education is a relevant body of 
literature to consider within this review as academic networking for learning and 
teaching practices have been under-researched in these discussions.  
Secondly, the globalisation of higher education is an appropriate body of 
literature to explore alongside internationalisation of global higher education as 
strategies are experienced through an arguably globalised world.  Academic 
networking carried out by TNLT participants is often left out of the discussions 
on these two processes.  For example, academic mobility is more often 
discussed in favour of academic networking.  Yet, the internationalisation of 
higher education is perhaps the more useful concept of the two within the 
context of this study as the geographers that participate in TNLTs do so in order 
to internationalise their learning and teaching practice and operate within their 
university’s internationalisation strategies and policies. This is why the concept 
is discussed first.  However, the process of globalisation cannot be untwined 
from the discussion on global higher education and so is considered second. 
 
2.4.1 Internationalisation of higher education 
 
Geographical discourses on the internationalisation of higher education have 
mainly focussed on increasing student mobility (see, for example, King and 
Ruiz-Gelices, 2003; Teichler, 2012) such as short-term mobility (Findlay et al, 
2006) and longer-term mobility (Brooks and Waters, 2011).  The 
internationalisation of higher education has also been considered through 
academic mobility (Tremblay, 2005) and more recently, the debate has 
broadened to include gender (Holloway et al, in press) and how varying cultural 
contexts shape both opportunities and outcomes of circular academic mobility 
for research leaves abroad (Jöns, 2009; 2011).  Recent geographical research 
has begun to appraise the processes and practices of internationalisation (see, 
for example, Holloway and Jöns, 2012) and so this section considers two 
examples of literature on the internationalisation of higher education through 
institution-led networking policies. 
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The first example to be considered is Knight (2003) who studied 
internationalisation practices and priorities at institutional level in 176 higher 
education institutions.  Within the given reasons as to why internationalisation is 
a priority in a university’s priorities and practices, international teaching 
collaboration was ranked second (Figure 2.1).  Such a finding highlights that 
within the last decade, there has been importance placed upon academic 
networking for learning and teaching.  However, Knight (2003) also reveals that 
learning and teaching is ranked lower at fourth in terms of importance in the 
respective institution (Figure 2.2).  Knight’s (2003) study shows that teaching is 
often deemed important in theory for the internationalisation of higher education 
but when priorities are put into practice within the institution, learning and 
teaching sits below research collaboration.  The second example of a 
perspective through which to conceptualise academic networking within 
internationalisation in higher education can be found within Olds (2007).  Olds 
(2007) utilises De Meyer et al’s (2004) four models of higher education, namely, 
import; export; partnership; and network, to visualise international linkages 
between universities in Singapore and the West (Figure 2.3).  The four models 
visualise how universities have adopted and implemented internationalisation 
strategies.  The first two models of import and export represent one-way flow 
and exchange either in or out of the university.  The import model assumes that 
knowledge is acquired from ‘outside’ and brought into the university and so this 
it could be argued is a more traditional model of institutional knowledge 
exchange.  The export model on the other hand, assumes that a core faculty 
will disseminate knowledge, for example, through distance-learning technology 
and this model is often combined with staff mobility (Olds, 2007, p968).  The 
third model of partnership represents a more reciprocal strategy between two 
institutions and is the most common mechanism to further internationalisation 
objectives.  Staff and student mobility is represented in the model as exchange 
of teaching and research and in the Singaporean case this model has been 
heavily utilised (Olds, 2007, p969).  The fourth model, the network model, 
visualises how global networks are created via the merger of geographically 
separate institutions.  The network model is the least utilised of all of the 
models by the Singapore universities in Olds’ study perhaps because it is the 
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Figure 2.1: Top reasons for internationalisation 
1. Mobility and Exchanges for Students and Teachers 7. 
International and Intercultural 
Understanding 
2. Teaching and Research Collaboration 8. Promotion and Profile of Institution 
3. Academic Standards and Quality 9. Diversify Source of Faculty and Students 
4. Research Projects 10. Regional Issues and Integration 
5. Co-operation and Development Assistance 11. International Student Recruitment 
6. Curriculum Development 12. Diversify Income Generation 
Source: Adapted from Knight (2003) 
most risky of all of the models outlined (Olds, 2007).  It is however, the network 
model that is the most relevant for this research because it is this 
internationalisation strategy that most closely fits with the academic networking 
processes that TNLT participants utilise to engage with peers.  Nevertheless, in 
Olds (2007) study only six universities had adopted the network model of 
internationalisation.  This suggests that the network model is the most recent 
internationalisation strategy to be adopted by the Singaporean university 
system.  Yet, TNLTs have been using the network model template for far 
longer, as a way to exchange knowledge internationally about learning and 
teaching.   
The higher education internationalisation strategies that Knight (2003) and Olds 
(2007) draw upon are useful in gaining different perspectives on academic 
networking from the institutional viewpoint.  Despite very recent mention of 
networks created and maintained by flows of knowledge due to staff mobility 
between institutions as part of the internationalised higher education system 
(Holloway and Jöns, 2012), few debates discuss academic networking from the 
individual’s perspective.  Geographers who use academic networking as an 
internationalisation strategy are overlooked within the literature.  This is where a 
study of TNLTs will make a contribution. 
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Figure 2.2: Most important aspects of internationalisation 
Primary Importance Third level of importance 
1. Mobility of students 7. Development of twinning programmes 
2. Strengthening international research collaboration 8. Establishment of branch campuses 
Second level of importance 9. Commercial export/import of education programmes 
3. Mobility of faculty members 10. Extra-curricular activities for international students 
4. International dimension in curriculum 
 5. International development projects 
6. Joint academic programmes 
Source: Adapted from Knight (2003) 
 
2.4.2 Globalisation of higher education 
 
The globalisation of higher education has been debated and contested within 
academic discourse just as critically as the internationalisation of higher 
education.  For some, globalisation has widened, deepened and sped up 
worldwide connectedness (Held et al, 1992, p2) and as such the process is 
claimed to have had a significant impact upon higher education (Enders and 
Fulton, 2002; Altbach et al, 2009).  It is inevitable then that higher education 
institutions are being transformed by globalisation (Marginson and Van der 
Wende, 2006).  Recently, Armstrong (2012) summarised multiple views of how 
university campuses have had to cater to local needs as well as respond to 
globalisation.  Despite this, many universities still seem to perceive themselves 
as objects of globalisation, but rather, they are at the same time, key agents of 
the processes (Enders and De Weert, 2004, p27).  The body of literature that 
considers the globalisation of higher education is vast and as such this chapter 
cannot review all aspects of the discussions.  Nevertheless, the literature that is  
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Figure 2.3: Internationalisation strategy models 
Source: Adapted from Olds (2007, p968) 
considered within this chapter is deemed to be the most relevant.  Geographers 
have made many contributions to the discussions on the globalisation of higher 
education (see, for example, Butt, 2011; Erickson, 2012) but there is a need 
once again to draw upon wider interdisciplinary debates.   
There are two characteristics of the globalisation of higher education.  The first 
characteristic is the use of technology.  Ryan (2004, p164) suggests that the 
rapid application of ICT has influenced learning and teaching in two ways.  First, 
in the enrichment of learning and perhaps more significantly in the efficiency of 
teaching and secondly, in the learning networks that have been made possible 
by the World Wide Web.  Interestingly, Ryan (2004) looks at this aspect of 
learning networks from the perspective of the student and how such networks 
can provide opportunities for remote education.  However, there is little, if any, 
mention of how a globalised higher education system facilitates networks of 
academics for learning and teaching.  As there is very little discussion about 
learning and teaching networks within the global higher education literature, 
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TNLTs are interesting networks to study in terms of global academic 
communication, collaboration and dissemination.   
The second characteristic of globalisation is the role of the English language 
(Altbach et al, 2009) and linked to this discussion is Anglo-American hegemony 
(Paasi, 2005).  The globalisation of higher education is often discussed through 
the paradigms of ‘core’ and ‘periphery’.  Past research such as Dependency 
Theory (Frank, 1967) and Wallerstein’s (1979; 2007) World-Systems Analysis 
has discussed the notions of ‘core’ and ‘periphery’ on a global scale (Chase-
Dunn, 2007).  However, more recent globalisation debates that have 
questioned hierarchies of nation states, have problematised such thinking on 
‘core’ and ‘periphery’ (Glassman, 2009a, p116).   
 
Within the last ten years, the discipline of geography has arguably been 
occupied by discourses of Anglo-American hegemony.  Paasi (2005) suggests 
that the core-periphery debate must be considered alongside recent 
discussions on what is ‘international’.  Whereas geography practised in the UK 
and the USA is the product of a global academic ‘core’, geographers operating 
outside of this Anglo-American context become ‘others’, a product of the 
academic ‘periphery’ (Paasi, 2005, p769).  Similarly, Garcia-Ramon (2003, p1) 
suggests that a growing hegemony of English as the global language privileges 
the discourse of the Anglophone world.  Thus favouring native English speakers 
and discouraging others from entering academic debates. 
Such debates on the globalisation of higher education highlight differences 
between those academics that communicate in English and those that do not.  
A consequence of such globalised higher education means that a paper by an 
Anglophone academic on Mexico has a greater chance of being published than 
that of a Mexican scholar (Rodríguez-Pose, 2004, p1).  Geographers such as 
Shepherd et al (2000, p172) have called for a greater understanding of, and 
empathy with ‘othering’.  This suggests that work still needs to be carried out to 
engage the voices of ‘others’ and increase collaboration with colleagues from 
outside Anglo-American academia.  For example, published work by non-native 
English speakers often has to be translated into English for it to be considered 
‘international’ (Best, 2009, p99).  Akin to this, for ideas within academic 
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discourse to be considered ‘global’ they too have to be translated into English-
language familiar concepts (Minca, 2000).  A common theme of agency and 
power can be seen running throughout the literature both in a wider context and 
in geography.  Many see the ascendency of the English language as a less 
than positive experience for non-native English-speaking academics.  There is 
very little exploration within the literature of learning and teaching networking 
practices of these global higher education themes. 
This study of TNLTs provides an opportunity to explore how learning and 
teaching networks used by geography academics negotiate such aspects of 
networking for learning and teaching practices in a global higher education 
system.  Various factors such as language add to the multifaceted approaches 
that previous studies and literature have taken to comprehend higher education 
on a global scale.  Critical debate and understanding of how academics 
network within TNLTs will make a substantive new contribution to geographical 
debate in the emerging field of geographies of higher education.  
 
2.5 Communities of Practice (CoP) 
 
The third section of this literature review considers the body of literature on 
Communities of Practice (CoP) and the contributions this research can make in 
understanding academic networking for learning and teaching.  Firstly, CoP in 
general will be discussed and then more recent literature surrounding online 
CoP, sometimes referred to as Networks of Practice (NoP) will be considered. 
Hildreth and Kimble (2004, pix) state that CoP as a phenomenon have been 
around for many years but the term itself was not coined until Lave and Wenger 
defined them (1991).  CoP were defined originally as ‘a group of members 
involved in a set of relationships over time’ (Lave and Wenger 1991, p98) and 
later as ‘communities that develop around things that matter to people’ (Wenger 
1998).  More recently, Wenger (2006) has redefined the definition of CoP as a 
group of people who share a concern or a passion for something they do and 
learn how to do it better as they interact regularly.  CoP have also been defined 
by others similarly as groups of people who share a passion about a topic and 
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who deepen their knowledge in this area by interacting on an on-going basis 
(Gannon-Leary and Fontainha, 2007; Li et al, 2009).  Wenger et al (2002, p4) 
suggest that often CoP participants do not work together but meet, albeit, (ir-) 
regularly, because they find value in their interactions.  CoP are therefore 
different from communities of interest or geographical communities as they 
involve shared practice instead (Smith, 2009).  Interestingly, CoP as an initial 
concept were inherently bound to the practices of learning and teaching with 
scholars studying learning and teaching knowledge generation within CoP (see, 
for example, Cochran-Smith and Lytle, 1999; Wasko and Faraj, 2000). 
Existing literature on CoP is most commonly found within the areas of business, 
organisational theory and knowledge management.  CoP have often been 
discussed as networks of users within and between corporations.  
Granovetter’s (1973) seminal work on employment draws upon networked 
communication in the theory that weak ties, for example, network contacts 
enable reaching others for exchanging information that are not accessible via 
strong ties (close friends).  Granovetter’s work has since been revisited 
(Granovetter, 1983) and built upon (Levin and Cross, 2004) to include more 
recent technological innovations and increasing globally networked 
communication.  In effect, TNLTs are examples of networks that are typically 
made from almost all weak ties and very few strong ties.  The concept of CoP 
can be applied to the example of TNLTs that comprise groups of geographically 
dispersed people who exchange knowledge and ideas through a shared 
passion for learning and teaching.  Few geographic debates have discussed 
CoP as critical spaces for networking and communicating (Pluss, 2007) with 
exceptions from economic geography regarding CoP of architects and 
corporate CoP (see, for example, Amin and Cohendet, 2004; Faulconbridge, 
2010).   
In fact, the term CoP is foreign to most people and most people who belong to 
a CoP do not think of themselves as members (Nickols, 2003, p2).  
Appreciating the nature of collective knowledge within spaces such as TNLTs 
as knowledge as dynamic and not static (Wenger et al, 2002, p10) is especially 
important in an age when everything changes so quickly (Moorman and Miner, 
1998).  Dubé et al (2006) and Coakes (2006) have looked at CoP in greater 
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depth to identify distinguishing characteristics.  Coakes (2006, p63) argues that 
there are six main resources that CoP require in order to operate, a space to 
meet; a place to store ideas; a memory of activities; a record of members; a 
means of communication; and a way to share tacit knowledge.  TNLTs 
encompass all six of these resources in variation and so can be situated within 
the literature as examples of CoP. 
Recognition of CoP within the knowledge economy has been growing in the 
literature (Gongla and Rizzuto, 2004, p296).  Despite this, little knowledge is 
available about what actually happens to CoP as they mature, evolve, decline 
or vanish.  Ardichvili (2008) summarises such transitions within a study on 
motivating factors, barriers and enablers to participating in CoP (Figure 2.4).  
Motivations for participation in CoP to share and progress career advancement 
amongst others highlight how useful this framework is in conceptualising TNLTs.  
Ardichvili’s (2008) categorisation of barriers and enablers to participation also 
provides valuable guidance as to the expected experiences of participants of 
CoP.  Underlying motivations for why people exchange knowledge are 
fundamentally different and dependent on whether the decision to share is 
viewed as motivated by self-interest or by community-interest (Wasko and Faraj, 
2000, p161).  Putnam (2000) argues people participate in community activities 
because they can derive some benefit from that involvement.  The CoP 
literature is often divided as to whether individualism or community-orientations 
are greater motivations for people to participate and engage with CoP.  When 
people are motivated by community-interest they are willing to work harder and 
are more likely to persevere in the face of adversity than people acting out of 
self-interest (Etzioni, 1988).   
Some approaches to the study of motivations to network have employed the 
uses and gratifications model.  This model assumes that personal goals and 
needs determine individual use (see, for example, Katz et al, 1973; Schaefer, 
2008).  There are therefore varying discourses as to whether CoP participants 
are motivated for themselves as individuals or by community spirit.  Littlejohn  
(2003) suggests CoP are invaluable in finding a way to ensure an individual can 
establish a personal reputation whilst also having access to and contributing to 
a combined output.  TNLT participants expedite both individualistic and 
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Figure: 2.4: Motivating factors, barriers and enablers of knowledge sharing in 
Communities of Practice 
MOTIVATING FACTORS BARRIERS 
Personal Benefits – Status and career 
advancement, enhancement of professional 
reputation, emotional benefits, intellectual 
benefits, material gain (community 
participation linked to compensation and 
benefits) 
Interpersonal – fear of criticism, misleading 
others 
Community-Related Considerations – Sharing 
as means of building a stronger community, 
establishing ties with others 
Procedural – lack of clarity on best ways of 
sharing 
Normative Considerations – Shared values 
and vision, reciprocity 
Technological – lack of technological aptitude 
or acceptance of technology as a means of 
communication 
 Cultural – saving face, modesty 
 ENABLERS 
 Supportive Corporate Culture 
 Trust 
 Tools 
Source: Adapted from Ardichvili (2008, p550) 
collaborative approaches to the development of learning and teaching by 
sharing workloads, for example.  Previously, little attention was drawn to 
individualistic teaching but greater attention has been paid to the commercial 
value of this intellectual property (Schiller, 1999, p192).  Other motivations for 
participating in a CoP are joint generation of new knowledge (Ardichvili et al, 
2003, p71), diffusion and adoption of new ideas (Swan et al, 1999) and 
reputation building (see, for example, Donath, 1999; Stewart, 2003).  The 
literature often suggests that CoP are treated as structures through which 
information and knowledge can be (un)problematically transferred (Swan et al, 
1999, p262).  However, this approach does not consider the challenging nature 
of knowledge exchange within academic networks. 
As well as motivations to participate, some CoP literature has engaged with the 
benefits of participation (Figure 2.5).  Millen et al (2002) suggest that in order to 
understand the benefits of CoP, values should be categorised as tangible and 
intangible in nature.  Similarly, Fontaine and Millen (2004) sought to categorise 
the benefits by labelling them in terms of collaboration and innovation.  Coakes 
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Figure 2.5: Benefits supplied by Communities of Practice 
Ability to Execute Corporate Strategy Job Satisfaction 
Ability to Foresee Emerging Market, Product, 
Technology Capabilities and Opportunities Learning and Development 
Authority and Reputation With Customers and 
Partners Learning Curve 
Collaboration New Biz Development 
Co-ordination and Synergy New Customers 
Cost of Training New Revenue 
Customer Loyalty Stickiness Partnering Success 
Customer Responsiveness Problem Solving Ability 
Customer Satisfaction Productivity 
Customer Service Professional Reputation 
Customer Turnover Project Success 
Employee Retention Quality of Advice 
Empowerment Risk Management 
Idea Creation Supplier Relationships 
Identification and Access to Experts and 
Knowledge Time-to-Market 
Innovation Trust 
Source: Adapted from Fontaine and Millen (2004, p5) 
(2006, p63) states that CoP are facilitated more and more by technology yet it 
could be argued that as social scientists, geographers that have an interest in 
higher education have not engaged fully with the concept of CoP within 
geographical discourses.  This is despite previous work by economic 
geographers which have explored the relationship between possessed 
knowledge and practised knowledge within corporate CoP in firms (Amin and 
Cohendet, 2004).  Technological advancements are constantly speeding up the 
circulation of knowledge as global demand and access to the Internet is 
continually changing.  A major challenge for any CoP, however, is technology 
and moving people to the next level of virtual work as the tools that exist today 
still fall short of supporting the social needs of human interactions.  Saint-Onge 
and Wallace (2003, p322) argue that socio-technical integration has not 
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developed to the level that supports most CoP.  It is here where this study on 
TNLTs can contribute to the literature with findings on how geographers use 
technology within their networking practices and their experiences of 
geographically dispersed communication.  Networks of Practice (NoP) on the 
other hand are a more recent phenomenon and are characterised by their 
existence primarily through electronic communication (Brown and Duguid, 
2000).  NoP are discussed frequently within areas of business and organisation 
studies, information management and information technology with the topic 
being under represented within geographical discourses (see, for example, 
Murillo, 2011).  Other terms for NoP include Virtual Communities of Practice 
(VCoP) (Dubé et al, 2006) or Electronic Networks of Practice (ENoP) (Whelan, 
2007) however within this study the term NoP will be used.  Wasko et al (2004) 
suggest that researchers have paid little attention to knowledge contribution 
through electronic networks.  NoP are used to describe those CoP that have 
been created initially through online communication.  As such NoP are a 
second and equally useful framework to conceptually situate TNLTs within the 
literature.   
As it becomes easier to communicate with others synchronously and in 
increasingly rich ways due to the availability of sophisticated software and 
visual technologies, interest is growing in how these new environments support 
knowledge generation.  The geographers Amin and Roberts (2008, p363) in 
their study on knowledge and communities, suggest that the proliferation of 
online communities has spurred an interest in otherwise ignored NoP.  
Knowledge exchange within NoP has been categorised as having participants 
with prior relationships (Krackhardt, 1992) and physical proximity (Kraut et al, 
1988; Tagliaventi and Mattarelli, 2006).  Wasko et al (2004) provide a useful 
summary of comparisons between CoP and NoP (Figure 2.6).  The 
categorisations highlight features that TNLTs share with both CoP and NoP as 
examples of globally networked communities.  TNLTs are both CoP and NoP.  
It is therefore important within this review of the literature to include both CoP 
and NoP as the increasing use of ICT globally suggests that more traditional 
face-to-face CoP are transforming into electronically mediated NoP.  Within the 
geographical literature, debates concerning space and proximity in knowledge  
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Figure 2.6: Comparison of Communities of Practice and Networks of Practice 
Communities of Practice Electronic Networks of Practice 
No formal control, voluntary No formal control, voluntary 
Face-to-face Text-based computer-mediated e.g. listservs, discussion boards 
Small Large 
Restricted, locally bounded, limited to co-
location 
Open, no limitations other than access to 
technology 
Jointly determined Individually determined 
Source: Adapted from Wasko et al (2004, p499) 
exchange have been discussed (see, for example, Lagendijk and Lorentzen, 
2007).  Geographers, however, are beginning to question the role of permanent 
and physical proximity as it is now being suggested that distance is not an 
impediment to the acquisition or diffusion of knowledge.  Torre (2008) 
concludes that temporary geographical proximity (so called due to the non-
permanent nature of face-to-face meetings) makes possible the existence of 
specific moments and spaces that now call for closer examination.  Previous 
studies on temporary proximity and clusters (see, for example, Bathelt et al, 
2004; Maskell et al, 2006; Bathelt and Schuldt, 2008) have emerged within the 
last decade to understand the opportunities of tacit knowledge exchange at 
conventions, exhibitions and trade fairs.  NoP are examples of such temporary 
clustering where online spaces seek to replicate such tacit knowledge 
exchange.  Within virtual geographies literature, NoP have become part of a 
space-place debate challenging the idea that the two processes of globalisation 
and digitalisation have signalled the ‘death’ of geography.  Morgan (2004) 
states that this ‘death’ is exaggerated and questions the long-standing debate 
that ICT has a ‘distance-destroying’ capacity (see also Graham, 1998; Crang et 
al, 1999).  NoP are infrequently discussed within geographic discourse as 
examples of academic networking.  A recent turn in the social sciences towards 
CoP as a driver of learning and knowledge generation (Amin and Roberts, 2008) 
however highlights that it has never been more critical to understand how 
geographers further their learning and teaching practices through participation 
in international academic networking.  In fact CoP and NoP are an integral part 
of our lives yet they are so informal and so omnipresent that they rarely come 
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into explicit focus (Wenger, 1998, p7).  Literature on both CoP and NoP can 
inform learning and teaching research as Lea (2005, p181) suggests that by 
attempting to recapture the relevance of Lave and Wenger’s (1991) concept of 
CoP, NoP can be applied to teaching and learning in contemporary higher 
education.  As the university is no longer the traditional bastion of knowledge 
defined by its physical campus, researchers in the field of teaching and learning 
in higher education should draw upon the concept of CoP and NoP in order to 
understand about new ways of understanding learning (Lea, 2005, p180).   
 
2.6 Network society 
 
According to some, we are today living in a knowledge or information society 
dominated by networks (Castells, 2009).  As a way of thinking geographically, 
networks are a specific spatial arrangement and so an exploration of the so 
called ‘network society’ follows the previous sections’ considerations of the 
literature surrounding higher education on a global scale and CoP.  Castells 
(1996; 1998; 2004) defines the network society as a social structure 
characterised by networked communications technologies and information 
processing organised around two new forms of time and space: timeless time 
and the space of flows.  New technologies such as communication networks 
break down time and communication barriers and the network society is 
dominated by information networks (Cabot, 2003, p1148).  Since the 1970s, as 
a result of the three major features of flexibility, scalability and survivability 
within a technological environment, networks have become the most efficient 
form of structure (Castells, 2004, p5).  A suppression of the rising of the 
network society until the late 20th century occurred due to early electrical-based 
communication technologies not being powerful enough to equip networks with 
autonomy. 
The network society concept is often discussed in relation to internationalised 
and globalised higher education.  More than 20 years ago, Harvey (1989) 
stated that access to information and technical knowledge had taken on 
renewed importance as they had become key commodities to a society based 
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on information and knowledge (Bernstein, 1990).  Geographers have 
considered the notion of networks and their place within society over the past 
few decades.  Historically networks have been studied as part of transport 
studies (Haggett and Chorley, 1967), social network analysis (Scott, 1996) and 
within actor-network-theory (Law and Hassard, 1999).  There has also been a 
change of interest within geographical debate towards technology within 
electrical networks using telecommunications (Hillis, 1998).  Network-based 
models such as those considered by Barry (2001) and Castells (2009) merge 
the technical and the social in exploring the network society from a global 
perspective.  Other geographical discourses have taken into account the 
increasing centrality of information and knowledge in the processes of 
production, distribution and consumption (Stoer and Magalhães, 2009, p54). 
In the past, network society discussions have debated the relationship between 
information technologies; the spaces of flows and the spaces of places; and 
conceptualising the geographies of cyberspace (see, for example, Batty, 1997; 
Crang et al, 1999).  Yet more recently, discourses have incorporated ideas on 
global networks that link world cities highlighting emerging conversations on 
transnational networks in the network society (see, for example, Taylor, 2004; 
Flint and Taylor, 2007). 
Castells’ (1996) theory of the space of places and the space of flows has led to 
a change in how social space has been viewed.  Historically, society’s spatial 
form has been a space of places, for example, a world map showing political 
borders and nation states.  The transnationalism of our apparent globalised 
world has transcended these places.  As Flint and Taylor (2007, p25) suggest, 
for Castells our world is dominated by space of flows at the expense of the 
space of places.  However, Sassen (1994) identified how global cities in fact 
remain as key economic sites within the globalised world.  Both Sassen and 
Castells have reformulated their theories and have almost compromised on a 
combined logic of understanding in a globalised world.  Castells (1996, p155) 
states how we all work online sometimes but continue to work in places whilst 
Sassen (2002, p20) maintains the importance of place but sees that the local is 
an environment with a global span.  As such Sassen further recognises that 
localities are not only on concrete places but are also in digital networks 
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spanning the globe.  This reconstruction of theory emphasises the 
transformation of the debate but also the complexity of the relationship between 
the space of flows and the space of places.   
Castells’ seminal work The Rise of the Network Society (1996) conceptualises 
society in a way that sees itself suitable for the information age as information 
and knowledge are key commodities of today’s world economy and as such are 
organised through multiple networks (Flint and Taylor, 2007, p25).  Higher 
education academic networking takes advantage of the networked society by 
using multiple personal and institutional connections to communicate 
information.  For some that critique the idea of the network society, Castells’ 
has a preoccupation with information, to the detriment of knowledge 
(Visvanathan, 2001, p38), whilst for others, enthusiasts of the network society 
have been tempted to assume that information has definitively replaced 
knowledge (Stoer and Magalhães, 2009, p58).  To participate fully in a network 
brings advantages, such as social capital and so those that lie external to the 
network and do not, or cannot, participate are disadvantaged, suggesting that 
the network society may become autocratic for some (Stoer and Magalhães, 
2009, p58).  Being unable to participate in a global network would suggest that 
globalisation has not touched every society and those people not touched by 
globalisation or who repel its advances therefore cannot participate in these 
networks.  The ‘have-nots’ compared to those that ‘have’ and can access the 
Internet, as an example of a global network, are side-lined.  Such a divide in 
access is discussed later in this section.   
 
2.6.1 Information technology revolution and beyond 
 
Castells (1996, p33) argued that the information technology revolution of the 
1970s was initiated by the electronics revolution of the 1940s and 1950s and 
was instrumental in inventions such as the Internet which changed the way that 
higher education was able to function.  Warf (1995, p368) suggested that the 
Internet was the world’s single most important mechanism for the transmission 
of academic knowledge.  The emergence of such a global flow of information 
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has initiated new experiences of space and time, generating what Harvey (1989, 
1990) calls time-space convergence.  From an epistemological perspective, 
electronic systems such as the Internet have changed not only what we know 
but how we know it (Poster, 1990).  The emergence of a new technological 
paradigm based on information and communication technologies since the 
1970s has had a decisive influence on communication (see, for example, Cimoli 
et al, 2010; Gunaratne, 2011).   
The body of literature surrounding the discourses of the information technology 
revolution include debates around communication, virtuality and changing 
knowledge exchange.  Geographical discourses in the 1990s often considered 
the utility of higher education virtual spaces of study alongside the classroom 
(see, for example, Batty, 1997; Crang et al, 1999) whilst the early part of the 
2000s discussed how cyber-geographies were changing geographical thinking 
as cyberspace shrank distance and modified our sense of place (Dodge, 2001, 
p1).  Later in the decade debates often centred around information technology 
advancements and discussed how the Internet was beginning to weave into our 
everyday lives, effectively becoming the norm (Morley, 2003; Yoon, 2003).  
Amongst this latter work especially, are discussions surrounding the bringing of 
the virtual into both everyday life and everyday space, permeating the lived 
environment.  In fact, the separation of an online and offline world seems 
anachronistic.  As such, debates around the role of ICT usage within higher 
education and in particularly within innovative pedagogy and learning and 
teaching practices have had to move much more quickly since the turn of the 
century as technology progresses (see, for example, Kingston et al, 2012; 
Patterson et al, 2012; Zhang, 2012). 
 
2.6.2 Global digital divide 
 
Technology is omnipresent.  In truth however, the exponential growth of new 
technologies has not touched every place, in effect leaving places ‘switched off’.  
Warf (2001, p3) suggests that the only thing to grow more quickly than the 
Internet is the hyperbole surrounding it as popular imagery of the Internet rests 
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on a fantasy reflective of a dominant technological determinism.  In other words, 
everyone has or theoretically could have equal access to cyberspace.  This 
disparity, is as Johnston et al (2002, p4) suggest, producing ‘electronic ghettos’, 
where the only signs of globalisation flicker on TV screens.  The presence of 
these ghettos highlights how the network society will never become a totally 
connected world.  Global digital divide can be seen in Warf’s (2007) study of the 
tropics and Internet users.  Despite more than half of the world’s population 
living in this global region, less than 20% of the world’s Internet users live there.  
Yet, as long distance connection cost is decreasing, the number of users is 
increasing.  Uneven diffusion of the Internet is explicated by the region’s 
economic past and societal inequalities.  Such viewpoints highlight somewhat 
pessimistic views of how in-accessibility to technology can lead to gaps in use 
causing what has been termed the ‘Digital Divide’.  The bodies of literature that 
consider the digital divide are numerous and the term is often contested.  
Common definitions refer to inequalities between groups usually in terms of 
access to knowledge through information and communication technologies.  
Originally, the divide was discussed in relation to inequalities of access just 
within the USA between households.  Greenstein and Prince (2006, p33) made 
several observations concerning the geographical divide based on dial-up 
Internet service between rural and urban America.  However, more recently, the 
terms digital divide and global digital divide are interchangeably used within the 
literature to distinguish inequalities in access to technology between nation 
states.   
Almost two decades ago, Negroponte (1995) highlighted that being able to 
access digital technologies was increasingly critical to knowledge, wealth and 
power attainment.  Those with access to the Internet were considered to be far 
better prepared to compete for jobs and affluence than those who do not 
(Harmon, 1996), whilst the Internet was argued to reinforce existing divisions 
between the haves and have-nots (Brockman, 1996).  Nearly 20 years later, the 
use of technology and access to the Internet is still debated as a major 
facilitator in creating opportunities for prosperous careers, greater mobility and 
achievement of successfully negotiating professional networks (Eubanks, 2011, 
p23).  Thus, international discrepancies in access to the Internet reveal still, that 
36 
 
the global geography of cyberspace resembles a schism within and between 
both economically developed and underdeveloped countries.  The conjured 
utopian visions of digital democracy and level playing field have so far benefited 
those who are already the most privileged.  Debates on higher education and 
Internet access should also consider the initial availability of infrastructure in 
order to actually build a network of communication (Weiser, 2009).  Since the 
turn of the century, there has been a vast body of literature from many 
disciplines, discussing access to and divides between technology usages.  One 
can see that although the types of technology being discussed today are 
different to two decades ago, debates are similarly concerned with access to 
technology and access to the Internet (see, for example, Hyorecky, 2012; 
Jaeger et al, 2012).   
Much of the existing and older literature on the digital divide assumes a binary 
opposition on the uses of the Internet, the haves and have-nots.  Since the 
beginning of the 21st century, the literature has been moving towards a greater 
discussion of a reconceptualisation of the term ‘global digital divide’.  Hafner 
(2000) stated that increasingly it seems that we are facing a multitude of global 
digital divides, not just one limited to race, income or education.  For example, 
Everard (2000, p23) over a decade ago surmised that despite huge growth in 
the number of Internet hosts, the geography of the Internet remained primarily 
(75%) American, young, Anglo-Saxon and male and that it would be some time 
before there was any real approach to the numbers of English-speaking 
westerners.  By the end of 2011, however, Internet growth was greatest in 
Africa, Middle East and Latin America, highlighting the changing nature of 
Internet access within the last ten years (Figure 2.7).  Those who are counted 
as connected fall along a spectrum from using antiquated phone lines that 
cannot handle high speed data and those who only occasionally connect from 
public places, to those using smartphone technology and Wi-Fi. 
Recent studies suggest that gaps within the binary discourses of the global 
digital divide can be filled by discussing digital inequality instead (see, for 
example, Hargittai, 2002; DiMaggio et al, 2004).  Global digital inequality is an 
emerging body of research that explores the extent to which people have 
access to the Internet.  Hargittai’s (2002) study shows that younger people 
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Figure 2.7: World Internet usage and population statistics, December 2011  
World Regions Population (2011 est.) Internet Users Dec. 31, 2000 
Internet Users Latest 
Data 
Penetration (% 
Population) Growth 2000-2011 Users % of Table 
Africa 1,037,524,058 4,514,400 139,875,242 13.5% 2,988.4% 6.2% 
Asia 3,879,740,877 114,304,000 1,016,799,076 26.2% 789.6% 44.8% 
Europe 816,426,346 105,096,093 500,723,686 61.3% 376.4% 22.1% 
Middle East 216,258,843 3,284,800 77,020,995 35.6% 2,244.8% 3.4% 
North America 347,394,870 108,096,800 273,067,546 78.6% 152.6% 12.0% 
Latin America 597,283,165 18,068,919 235,819,740 39.5% 1,205.1% 10.4% 
Oceania / Australia 35,426,995 7,620,480 23,927,457 67.5% 214.0% 1.1% 
World Total 6,930,055,154 360,985,492 2,267,233,742 32.7% 528.1% 100% 
Source: Adapted from Internet World Stats 
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have a much easier time on the Internet than older people and that a lower 
level of web skill is attributed to less time spent on the Internet.  Hargittai (2002, 
p10) suggests that it is simply not enough to just wire all communities and 
declare that everyone now has equal access to the Internet.  As Internet 
penetration increases, those studying inequality of access to the new 
information technologies should shift their attention from the digital divide to 
digital inequality (DiMaggio and Hargittai, 2001).  As TNLT participants all have 
some level of Internet access to engage in the networking it would be futile to 
discuss the global digital divide in isolation, discussions surrounding global 
digital inequality are much more fruitful. 
Despite the oversimplified notion of the digital divide critiqued by some, the 
dichotomous nature of the haves and have-nots will continue to be used unless 
as Selwyn (2004, p357) suggests, we reconsider what the digital divide actually 
is.  The realities of an ICT-based society are becoming more apparent than 
they were a decade ago and so there needs to be recognition that the crucial 
issues of the digital divide or digital inequality are not just technological; they 
are social, economic, cultural and political  (Selwyn, 2004, p357).  The global 
digital divide is a complex concept that is applied to the inequality of access to 
education and the infrastructure to access the Internet.  The literature has 
developed from the binary position of those that have and have-not to an 
acceptance that the digital divide is a much more intricate pattern of access 
issues and therefore may be influenced by geographical location, gender and 
age (see, for example, James, 2011; Tustin et al, 2012).  Academic networking 
can be situated within this literature as the possibilities to access higher 
education networks are arguably not equal for all geographers and are heavily 
dependent on global location.   
 
2.7 Conclusion 
 
From the many varied bodies of literature reviewed in this chapter, it is evident 
that general networking is a useful concept from which to understand academic 
networking in higher education and in TNLTs in particular.  This review has 
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attempted to demonstrate that despite a body of literature that considers 
varying aspects of academic networking there is very little geographic debate 
about such practice in learning and teaching.   
This review of literature on TNLTs and academic networking has explored a 
range of literature from geographies of higher education and networking 
practices.  Drawing upon geographies of higher education initially permits a 
comprehensive view of where firstly, learning and teaching and secondly, 
where TNLTs sit within other geographic debates as well as within the wider 
literature.  Particular attention was given to the internationalisation and 
globalisation of higher education within this chapter as the two processes 
inherently underpin and are intrinsically valuable in conceptualising the 
academic networking for learning and teaching that geographers in TNLTs 
participate in.  Knight’s (2003) study on internationalisation strategies and Olds’ 
(2007) discussion on internationalisation models are useful in contextualising 
academic networking at institutional level.  Discussions on the 
internationalisation and globalisation of higher education are relevant as they 
have given an insight into the ever-changing definitions.  TNLTs also have 
fluidity in terms of the type of engagement that organisers and participants 
conduct and the time that they volunteer.  However, few studies if any, have 
examined academic networking practices such as those performed at the 
individual level by academics in TNLTs and so this thesis aims to fill a gap in 
the geographical literature.  In order to do so, two further bodies of work were 
discussed to provide a conceptual framework for studying TNLTs, namely 
Communities of Practice (CoP) and the technology driven-network society.   
Situating the CoP and Networks of Practice (NoP) literature within the second 
section was more challenging especially when reviewing previous work within a 
geographical context.  Economic geographers have engaged with CoP for 
example, Faulconbridge’s (2010) work on global architects and the way CoP 
connect individuals into networks of learning.  Amin and Cohendet (2004) 
looked at memory and knowledge exchange through social interaction within 
CoP.  Yet, very little, if any research, has been carried out by geographers with 
a higher education focus on CoP and NoP.  A lack of understanding of TNLTs 
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within the networked global higher education system reveals gaps within the 
geographical literature on CoP and emerging research on NoP. 
The two bodies of literature that debate the network society and the information 
technology revolution alongside the digital divide bring together a broad 
collection of opinion on how technological advances have altered how we 
communicate with each other and how access to ever-changing technology is 
not always equal.  Castells’ concept of the ‘network society’ helps to 
contextualise contemporary higher education, non-institutional linkages and 
places that geography academics seek out in order to share knowledge, 
exchange information and collaborate.  Geographies engendered by 
hyperspaces were unforeseen a decade ago and the future will hold just as 
many unexpected outcomes (Warf, 1995 p376).   
This literature review has taken into account previous work on a global scale 
and is therefore inherently geographical in its interest and context.  Hay et al 
(2000, p221) states that geographers in higher education have accumulated a 
great deal of experience in developing educational networks.  However, that 
experience has been uneven between countries and most often networks have 
been project-based.  Hay et al (ibid) argues that there is requirement now for 
more countries to develop educational networks and for those countries which 
have already developed networks to find ways of embedding them permanently 
in higher education.  This review suggests that there is an equal need now for 
geographical debate on academic networking for learning and teaching and to 
situate it within geographies of higher education.   
Therefore, the aim of this study is to contribute to geographies of higher 
education by exploring academic networking practices through motivations, 
experiences and outcomes alongside the role that technology plays in 
facilitating these.  In order to effectively contribute to the identified gaps within 
the literature these five research objectives are considered within this thesis: 
1. To discuss history of academic networking and organisation of TNLTs 
2. To explain motivations to engage in networks for learning and teaching 
 in geography 
3. To explore participation in networks for learning and teaching in  
 geography 
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4. To assess outcomes of participation in networks for learning and 
 teaching in geography 
5. To consider the role of information technology in facilitating networks for
 learning and teaching in geography 
The overall research aim and five objectives seek to make a significant 
contribution to geographical knowledge within both corporeal and virtual areas 
of academic networking by adding to the many existing discourses previously 
discussed within this chapter.  Following a discussion of the research 
methodology, the subsequent five empirical chapters consider each of the 
objectives. 
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3. 
 
Research Methodology 
 
3.1 Introduction 
 
This chapter discusses the methodology that has been employed to study 
academic networking within TNLTs.  Due to a lack of previous literature and 
previous studies on TNLTs, a grounded theory approach to generate 
arguments and theory seemed to be the most useful approach for researching 
TNLTs (Figure 3.1).  This study utilises a mixed-methods approach in collecting 
and analysing qualitative and quantitative data.  Research was conducted both 
face-to-face and online, in the form of questionnaires and semi-structured 
interviews.  Within the analysis, Computer Assisted Qualitative Data Analysis 
(CAQDAS) was conducted using NVivo software.  NVivo was used to facilitate 
content analysis when exploring the main themes running through the interview 
data.  SPSS (Statistical Package for the Social Sciences) software was utilised 
to analyse the quantitative data that tested for statistical significance using 
Pearson’s Chi Square test.  
 
3.2 Research design 
 
This first part of this section discusses the sampling procedure that generated 
the research population for this study.  As a native English speaker, linguistic 
boundaries limited the scope of the research as only TNLT communication and 
websites written in English could be considered (Figure 3.2).  In order to answer 
the research aim and objectives effectively, nine TNLTs that conform to the 
following five criteria, were chosen to define the research population. 
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Figure 3.1 Methodological framework 
 
Source: Own design 
 
 
 
 
 
 
 
 
 
 
1. have a learning and teaching focus 
2. work within higher education geography 
3. communicate in English 
4. are transnational 
5. operate an online platform 
44 
 
Figure 3.2: Population frame 
Source: Own design 
The nine TNLTs used in this study were identified through personal knowledge 
and contacts as well as through Internet searches (Figure 3.3).  The study 
population is thus defined as all geography academics that participate in some 
capacity in one or more of the nine TNLTs below. 
NCGE    IGU-CGE   CGB 
Eurogeo   INLT    Herodot 
GFDA    CGGE   Giraffe 
Factors such as time and accessibility prevent this study from looking at all 
geography academics who participate in TNLTs and so data could only be 
collected from a sample of this population.  Data collection from a sample frame 
should be done in such a way that the knowledge gained is representative of 
the total population (Cohen et al, 2007, p100) whilst the main reasons that 
samples are used is to save time and money for the researcher (Gorard, 2003, 
p57).  This study’s sample frame only includes those that subscribe to a TNLT 
listserv and actively attend or have attended a face-to-face meeting(s). 
The sample used in this study consists of geography academics that subscribe 
to an email listserv or attend face-to-face meetings and agreed to participate in 
this study.  These participants are academics who are employed at any higher 
education institution in the world, who are any age, any gender, at any career 
stage and work within any sub-discipline of geography.  There are of course
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Figure 3.3: TNLT logos 
 
Source: TNLT websites 
potential limitations to this approach as those that do not actively engage (by 
this one means check TNLT websites regularly and / or read listserv emails) in 
TNLTs may not have received communication to participate.  This therefore 
limits the sample frame to those that received and read, or received in person, 
an invitation to participate.  Also, digital divide and digital inequality (previously 
discussed in Chapter 2) may explain how some geographers were prevented 
from potentially participating, if, for example, there was limited access to TNLT 
communication. 
 
3.2.1 Ethical considerations 
 
Matters of ethics, positionality and reflection on the research are important 
deliberations of the research design.  Firstly, ethical considerations of the 
researcher have been a long standing concern within the discipline of 
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geography.  As such, all research methods involve some ethical considerations 
(Dowling, 2010, p27).  Geographers are bound by duty, obligation and 
responsibility to their research participants to be rigorous in the research 
methods employed.  As this thesis is not directly contacting those under the age 
of 18 and is not dealing with a matter of sensitivity, university ethical approval 
was granted to conduct the self-administered face-to-face questionnaire, the 
online survey, face-to-face semi-structured interviews and online Skype 
interviews.  As well as ethical approval, health and safety was addressed 
through departmental procedures.  Discussions on risk within research have 
been debated by many, including Martin and Flowerdew (2005, p4) who 
suggest that human geographers are often thought to be at less risk due to the 
nature of their investigation than other researchers.  However, there are still 
dangers such as lone working, night-time travel and unknown environments 
that can expose geography researchers to potential harm (Fowler, 2009, p167).  
Avoiding harm is one of the ethical considerations that Israel and Hay (2006, 
p96) stress as a good ethical approach.  Within this study, there was little lone 
working and no night-time interviews were conducted.  Interviews were 
arranged in daylight hours, in public places and a mobile phone was carried at 
all times. 
Secondly, as a white woman from a native English-speaking country in the 
Global North, positionality had to be reflected upon when thinking about the 
conditions that this research is produced, disseminated and received in.  As 
such, the questions posed within the questionnaire and interviews were framed 
by the researcher’s positionality.  Although the participants within this study 
were all geography academics that spoke English as a native or second 
language, different social and cultural positions still had to be considered.  
Power relations influenced both access to, structure of and conduct within the 
interview (Winchester, 1996, p122) and such activities play a role in shaping the 
subsequent course and content of the interview (Vähäsantanen and Saarinen, 
2012).  Power was an important aspect of this study as the tensions of student / 
academic and organiser / participant had to be negotiated between the 
researcher and the respondent.  As well as being a student carrying out PhD 
research, I also participated in TNLT activities by attending a face-to-face 
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meeting of the INLT in 2010, I have subscribed to various TNLT listservs as 
well as having met organisers and participants of TNLTs through previous 
employment.  This placed myself as the researcher in a position of knowing 
some of the study’s potential participants prior to the research being conducted.   
Thirdly, reflecting upon one’s own research in the literature typically draws 
attention to the processes of knowledge production and the involvement of the 
knowledge producer.  Moser (2008) highlights how the last twenty years have 
brought a growing recognition that we cannot hide our identities to become 
neutral observers.  However, researchers should reflect upon the research they 
are carrying out and its potential effects on the researched population.  One 
must maintain the belief that research can provide an important basis for a 
generation of knowledge that opens up rather than closes and furnishes 
opportunities for understanding (Alvesson and Sköldberg, 2000, p5). 
Another ethical factor that was taken into consideration within this study was 
the anonymity of the respondents.  All of the questionnaires and interviews 
were labelled with codes and contain no markers that could identify an 
individual.  Questionnaire data and interview transcripts were stored in a safe 
place with only the researcher having access to hard copies and files that were 
protected by a password.  It is not simply in the analysing stage of the research 
process that anonymity has had to be taken into account.  During dissemination 
of findings there is a continued need to anonymise and maintain confidentiality 
of the respondents (Israel and Hay, 2006).  
Over a decade ago, online ethical considerations and practical guidelines were 
discussed as comparable to face-to-face ethical considerations (Mann and 
Stewart, 2000, p39).  Yet within the last decade, studies have begun to look at 
ethical considerations of the Internet differently as the emergence of online 
research methods have become more accessible and prominent.  Mann and 
Stewart (2000) and Madge (2010) have both stated how online research is 
relatively new, so that researchers still have to work out themselves the 
constantly changing challenges.  Data security and consent are two examples 
of online ethics that cross over with more traditionally considered ethics.  
Recently however, there is much more discussion about ethics that are 
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characteristic solely of online research with one example being online identity.  
A main challenge for online research concerns identifying differences between 
the corporeal identity and the virtual identity and the harm that the researcher 
may cause by confusing or reporting the two as similar.  A second challenge is 
what to include in ones research as once information is available on the Internet, 
it may be deemed public knowledge and free to be used by anyone (see, for 
example, Hoser and Nitschke, 2010; Capurro and Pingel, 2012).   
This study was employed by using ethical considerations from both face-to-face 
methods as well as emerging online techniques.  Withdrawal was available at 
all times to the questionnaire and interview participants and consent was 
obtained prior to interviewing.  A Participant Information Sheet (PIS) was given 
to each respondent with information about the study as well as how and where 
the information would be used (Appendix A).  Longhurst (2010) stresses the 
importance of prior knowledge and awareness for research participants.  It is 
important to note that no participants withdrew from this research. 
 
3.2.2 Grounded Theory 
 
Grounded Theory is a general inductive methodology (GTI, 2012) that 
generates theory from systematic research by rigorous research procedures 
that lead to conceptual categories.  Grounded Theory is theoretically 
underpinned by two important principles. Firstly, the method is not static as 
phenomena continually change.  Secondly, actors are perceived as controlling 
their responses to conditions.  Thus, Grounded Theory seeks not only to 
uncover relevant conditions but also to determine how actors actively respond.  
Corbin and Strauss (1990, p419) argued that it is the researcher’s responsibility 
to catch this interplay.  The Discovery of Grounded Theory (Glaser and Strauss, 
1967) still remains an innovative approach that served at the forefront of the 
qualitative revolution and defended qualitative research, countering a dominant 
view that quantitative studies provide the only form of systematic social 
scientific enquiry (see, for example, Charmaz, 2000, p509 and Bryant and 
Charmaz, 2011, p206).  Grounded theorists share a conviction that ‘good 
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science’ principles such as significance and generalisability should be retained 
(Gortner and Schulz, 1988, p204). 
Grounded theorising is used within this study as it concerns itself with 
participants’ understandings of, or perspectives on taken-for-granted, routine or 
skilled knowledge and practices (see, for example, Rennie, 1992; Bolger, 1999).  
This particular methodological approach can be used with either qualitative or 
quantitative data or both and as such in this study data for grounded theorising 
comes from survey and interviews.  Grounded Theory dictates that analysis 
begins at the very outset of data collection because it directs the next interviews.  
This is in order to not miss anything salient and incorporate all seemingly 
relevant issues into the next set of data collection (Corbin and Strauss, 1990, 
p419).  Within this research, the self-administered questionnaire used many 
open questions that subsequently informed the online survey and ultimately 
helped to develop the categories for discussion within the face-to-face and 
online interviews.  These categories were slightly modified over the course of 
the interview process.  This is not to say that there was no standardisation 
however, as there was a clear set of categories discussed in all interviews.  As 
the research continued, the data generated more categories for contemplation 
throughout the study.   
Grounded theorising was the most effective approach for this study of TNLTs 
as it allowed for gathering rich data by using flexible guidelines.  Findings were 
generated out of the data rather than testing a hypothesis.  Quantitative data 
were thus not approached in a traditional positivistic manner but were instead 
used to enhance and support the qualitative data.  Early analysis of the data 
proved fruitful, focussing on original and useful links between theory and the 
empirical data, between the qualitative and the quantitative dimensions of this 
study. 
 
3.2.3 Mixed-methods approach 
 
This research asks questions that require the analysis of several data sources 
operating on multiple scales and as such a mixed-methods approach was 
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considered the most appropriate.  Teddlie and Yu (2007, p77) argue that 
mixed-methods research involves combining well-established qualitative and 
quantitative techniques in creative ways to answer research questions.  This 
study combines long-standing research methodologies of questionnaires and 
interviews alongside less-traditional online methods.  However, using various 
sources creates challenges for analysis and interpretation, which are discussed 
in more detail later in this chapter.   
Geographers are increasingly explicit in their use of mixed-method approaches 
as a way to weave together data from multiple sources and engage in rigorous 
analysis (Clifford et al, 2010).  Cope (2010, p32) suggests that the ‘method 
wars’ of the late twentieth century had perhaps rigidly placed us on opposing 
sides of a qualitative / quantitative divide.  The notion of mixed-methods has 
rested uneasily alongside long-standing debates in geography that have sought 
to demarcate clear separations between quantitative and qualitative methods 
(Elwood, 2010, p94). It is necessary though to consider the conceptual purpose 
or intended intellectual goals of mixing methods (Elwood, 2010, p95).  
Quantitative analysis of survey data may reveal patterns helpful in examining 
broader structural relationships as alternatively, qualitative analysis of 
interviews may potentially illuminate meanings, relationships and interactions 
not made visible through quantitative analysis of survey data (Hanson and Pratt, 
2003).   
However, Cope (2012, p32) suggests that in the past two decades we have 
reached the point where quantitative methods have been reclaimed, from an 
assumption of underlying positivism (Lawson and Staeheli, 1990) and 
qualitative methods have been reclaimed from accusations of wishy-washy 
anecdotes (Baxter and Eyles, 1997).  We are now poised to put into practice 
the potential of mixed-methods whereby the blending of research practices 
becomes iterative, reflexive and integrated (Knigge and Cope, 2006).  More 
contemporary qualitative inquiry is directed towards exploring ways of ‘mixing’ 
qualitative and quantitative methods (Todd et al, 2004) and continues to offer 
guidance on techniques for theoretical sampling and for comparative analysis of 
unstructured qualitative data (Pidgeon and Henwood, 2009, p627).   
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Mixing multiple methods within this study affords opportunities to use the 
strengths of one method to counterbalance the weaknesses of another.  Mixing 
methods is therefore a valuable strategy for producing a comprehensive 
empirical record about a topic (Axinn and Pearce, 2006, p2).  The strength of 
conducting a mixed-methods approach is highlighted by the lack of previous 
research on TNLTs, so this research has generated both structural and 
individually contextualised data on a new theme.  Barnes and Hannah (2001, 
p383) call this the ‘third geography’, where connections develop across the 
divide between qualitative and quantitative.  
Within this thesis, quantitative analysis and secondary data collection will 
provide an initial analytical basis for the empirical research.  The empirical data 
gathering comprised computer-based statistical analysis of the closed 
questions from the self-administered face-to-face questionnaire and the online 
survey using SPSS software.  As such, those areas of interest then merited 
more discussion in the subsequent semi-structured interviews.  Statistical 
analysis of secondary data included collecting data from TNLT websites and 
from TNLT sources to analyse participant data as well as to map geographical 
locations (see Chapter 4).  Qualitative methodologies were used to undertake 
analyses of open-ended questions within the self-administered face-to-face 
questionnaire and the online surveys to discover previously unconsidered areas 
of questioning.  New ideas about TNLTs and participants from these more in-
depth survey questions were then elaborated upon within the semi-structured 
interviews both face-to-face and online using Skype.  Coding within NVivo 
software was used alongside content analysis to organise then critically 
examine the interview data.  The research design presented within this chapter 
has discussed that the most effective methodology is to use grounded 
theorising based on a mixed-methods approach.  Both quantitative and 
qualitative data collection were undertaken in an inductive manner that moved 
this thesis from observation to theory.   
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3.3 Research Methods 
 
The goal of the research process is ultimately to produce new knowledge, to 
deepen current understanding and to analyse and present findings in the most 
appropriate way.  This section details the mixed-methods approach taken in this 
study.  The first part discusses questionnaires by describing the process of 
distributing firstly, a self-administered questionnaire and secondly, an online 
survey.  The second part considers the use of semi-structured interviews and 
examines the use of both face-to-face semi-structured interviews and online 
Skype interviews.  The third part explores secondary data, whilst the fourth 
outlines the data analysis techniques that were employed. 
 
3.3.1 Questionnaires 
 
The questionnaire is one of the most frequently used methods for collecting 
data in the social sciences, as the same or similar questions can be asked in 
the same way and in the same sequence to a large geographically dispersed 
number of people.  The questionnaire or survey is the most widely used social 
science data-gathering technique as it takes many forms and has many uses 
(Neuman, 2011, p309).  Within social sciences and research methods literature, 
the questionnaire is widely discussed and is therefore arguably one of the most 
contested methods of data collection.  Questionnaires have an advantage in 
that they are relatively inexpensive in cost compared to other types of data 
collection.  The construction of the questionnaire is vitally important in gaining 
high quality data from each individual participating (Fowler, 2004).  Of equal 
importance are the types of questions asked as distinctions are made between 
closed questions and open-ended questions.  Researchers have actively 
debated the merits of open versus closed questions (Bailey, 1994) and more 
recently such discussions have moved into their utility within online surveys 
(Smyth et al, 2009).  Closed questions have an exhaustive choice of options 
which may or may not be mutually exclusive.  Neuman (2011, p325) lists 
advantages of closed questions, suggesting that they are quicker and easier to 
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answer as well as easier to code and statistically analyse.  With this in mind, 
however, the closed question does not allow for any variation within the answer 
categories provided and so not every potential answer can be catered for.  This 
may irritate respondents who are not able to fit within the rigid options available 
and as such data may be entered in error or not entered at all. 
Open questions on the other hand, are for longer and respondent formulated 
answers and have just as many advantages and disadvantages.  Again 
Neuman’s (2011, p325) categorisations of advantages are useful.  Open 
questions permit an unlimited number of answers and the discovery of 
unanticipated findings.  As such, open-ended questions allow the respondents 
to answer on their own terms, and the researcher to collect and explore 
unexpected responses.  Nevertheless, the open question is often more time 
consuming for the researcher to analyse.  There is also a greater likelihood that 
open questions will be left un-answered as respondents may feel fatigued by 
the questionnaire or do not want to write a more lengthy response. 
Both of these types of survey questions are useful for gathering data and as 
such were employed within this study’s questionnaire research technique.  The 
intention of the questionnaire was also a core consideration in the design, 
alongside deciding what to ask and how to ask it.  Personal questions such as 
gender and age were left until the end of each questionnaire.  An important 
aspect of questionnaire design is to only ask questions that are required to 
answer the research objectives of the particular survey.  Badly worded or 
intrusive questions can be off putting to the respondent and prevent them from 
either completing or returning a survey.  Avoiding jargon, biased words and 
phrases, negative words and two edged questions are essential in determining 
the correct questions (see, for example, Fink, 2003, p29; Neuman, 2011, p314).  
The quality of data collected from a questionnaire is a major endeavour in 
empirical research (Blasius and Thiessen, 2012, p1) and so the initial intentions 
of the survey are therefore an important place to start when designing the 
layout of the questions.  This study used a two-level method of collecting 
quantitative data, the first level was a face-to-face self-administered to test the 
questions for the larger scale online survey.  The questionnaire was distributed 
at a face-to-face TNLT meeting and the target audience of the questionnaire 
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was the participants of the INLT.  The intended outcomes of the survey were 
primarily to test the questions on TNLT participants and also to gain data from 
one of the TNLTs in this study.  It was anticipated that distributing a 
questionnaire at a face-to-face event would reduce future problems as there 
would be an opportunity to gain feedback in order to, if necessary, re-design 
parts of the subsequent online survey.  In total, 50 questionnaires were 
distributed (discussed in more detail later in this section).  The second level was 
an online survey distributed after the survey had been re-designed that was 
distributed to all nine TNLTs via each respective listserv between May and June, 
2010.  The organisers of the nine TNLTs were approached to distribute the 
online survey via the TNLTs usual online communication methods and all nine 
TNLTs distributed the survey via email.  The intended aims of this survey were 
to broaden the reach of the questionnaire by opening the survey up to those 
participants that meet face-to-face but also solely engage through online 
communication.  In total, 134 questionnaires were received back from TNLT 
respondents.  Of these, 50 were received from the self-completion 
questionnaire and 84 were received from the online survey. 
 
3.3.1.1 Self-administered questionnaire 
 
Within the research methods literature the more traditional self–administered 
questionnaire, is discussed widely as a technique that is sometimes carried out 
through the post referred to as a postal-questionnaire (see, for example, 
McGuirk and O’Neill, 2005; Parfitt, 2005; Bryman, 2008).  Bryman (2008, p129) 
suggests that the self-administered questionnaire is cheaper and quicker in 
relation to interviewing and is more convenient to the respondent as they can fill 
in the survey there and then.  Respondents may be more willing to report 
socially undesirable behaviours and traits in self-administered questionnaires 
than they are in face-to-face interviews (Bernard, 2000, p232).   
The questionnaire was distributed to 50 academics present at an INLT face-to-
face event prior to the Association of American Geographers (AAG) Annual 
Meeting 2010 in Washington, D.C.  The questionnaire consisted of five open 
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questions, two closed questions, of which one used a Likert scale, and eight 
closed questions with attached space for an open response, of which two were 
Likert scales.  The personal information questions at the end of the survey 
consisted of six closed questions and two open questions adding up to 24 
questions in total.  The 25th and final question asked the respondent to enter an 
email address if they wanted to volunteer to be interviewed further about their 
participation within a TNLT (Appendix B). 
One of the most damaging limitations to the self-administered questionnaire is 
that response rates are typically low when compared to interview-based studies 
(Bryman, 2008, p131).  Both Kitchen and Tate (2000) and Martin and 
Flowerdew (2005) argue that a 10% to 20% response rate is acceptable.  
However, according to Mangione (1995, p60) below 50% response rate is not 
acceptable and that anything over 85% is excellent.  However, these 
percentages seem excessively high and unachievable when compared to other 
studies that have been carried out.  Jöns (2009, p320) argues that a response 
rate of 51% from a postal survey among former Humboldt research Fellows is 
high.  Yet, such a response rate at just over 50% would be almost unacceptable 
to Mangione (1995).  Such debates highlight that response rates for surveys 
are highly contested and context-dependent and cannot be tied down to a 
certain percentage.   
The response rate for this study’s self-administered questionnaire was 100%.  
This can be explained by the questionnaire being distributed, completed and 
collected within a scheduled 15 minute window during the INLT face-to-face 
event.  This was fortunate as it provided an opportunity to collect all of the self-
administered questionnaires to analyse and utilise the template for the online 
survey.  Many of the academics who responded to the request to complete a 
questionnaire did so with enthusiasm and constructive comments made on the 
questionnaires contained positive observations on how to improve the 
questionnaire. 
The survey was also very useful in emphasising previously unconsidered points 
within the open questions that were then elaborated on in both the online 
survey and in the semi-structured interviews.  Being in the room at the same 
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time as the respondents may or may not have had an influence on the answers 
that were given.  However, the face-to-face group event was a one-time 
opportunity, within this study, to pre-test the questions on a group of geography 
academics who participate in a TNLT.  Initially, the questionnaire was intended 
to be a preliminary version of the online survey and not included in the final 
statistical or qualitative findings.  However, although some questions were 
developed and expanded upon in the later iteration of the questionnaire, the 
main body of the survey was incorporated into the final online survey.  Thus, a 
decision was taken to include the questionnaire data in the final statistical and 
qualitative findings.  This approach can be justified by looking at the numbers of 
INLT participants that attended the face-to-face event and completed the 
questionnaire.  If the data had been discarded, the INLT online survey would 
have been under-represented in the final findings.  This is because a large 
portion of the active INLT members attended the face-to-face event and 
therefore did not complete the subsequent online survey.   
 
3.3.1.2 Computer-assisted survey 
 
Computer-assisted surveys are linked to the information technology revolution 
and the development of the first personal computers in the 1960s as this 
revolution in technological communications opened up a new way for social 
scientists to survey people.  Higgins et al (1987, p437) described a ‘new’ way of 
surveying as mailing out diskettes called DISKQ, that were programmed with a 
questionnaire rather than sending out questionnaires printed on paper.  The 
DISKQ generated the questionnaire and recorded responses on the diskette 
where answer files were loaded directly onto a processing computer (Higgins et 
al, ibid).  Despite being only 20 years old, reading back through this early 
example of computer-assisted surveys it feels rather out-of-date.  Rapid 
advancements in computer technology meant that the researcher no longer had 
to type in the responses from paper to paper or paper to computer, the 
responses were already digitised.  Higgins et al (1987, p439) also discuss 
response rates, suggesting that in comparison to Yu and Cooper’s (1983) mail 
surveys, the response rates for the DISKQ would be higher than paper 
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responses.  This may have been due to the novelty of the personal computer 
within the home in the 1980s or, as Higgins et al (1987, p433) suggest, an 
increasing ease and confidence with computers demonstrated faster response 
speeds. 
Moving chronologically through computer advancements and past the 1980s, 
Bernard (2000, p233) highlights an increasing use of surveys distributed 
through email, and suggests that respondents took quickly to this format.  Yet, 
email fatigue is a problem as academics receive perhaps hundreds of emails a 
day or week and responding to any kind of survey over email would require a 
great interest in completing it.  One of the advantages however, of using email 
over paper questionnaires is the cost.  Mehta and Sivadas (1995, p437) state 
that in a comparison of mail versus email surveys, email surveys were much 
quicker to distribute and less expensive with the majority of email responses 
received within two or three days compared with three weeks for mail surveys.  
It is interesting to point out a study done by Tse et al (1995, p444) that 
contradicts the points raised so far, as they suggest that response rates for their 
comparison of email versus mail surveys showed a higher response rate in 
postal survey than email survey.  Tse et al (ibid.) suggest that this could best be 
explained by email being a new technology, in the mid-1990s, to which the 
general public had yet to get accustomed.  Alongside this, some respondents 
may refrain from answering out of technophobia or access to email being 
difficult and / or less frequent than postal mail.  
Although almost 20 years old, the points raised above regarding email fatigue, 
technophobia and access to email are relevant today.  The studies above, 
although occasionally contradictory in their conclusions about response rates, 
discuss important ideas about the method of questionnaire distribution.  What 
kind of access to technology does one have?  Do the respondents have ICT 
knowledge or phobia?  What incentives do the respondents have to complete 
the questionnaire over email?  All of these questions have been taken into 
account within the research design of this thesis but the distribution of 
questionnaires is still problematic even with modern technology. 
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Moving into the 21st century, the online survey has become an essential 
research tool, commonly referred to as the computerised self-administered 
questionnaire (CSAQ) (Manfreda and Vehover, 2002, p177).  This study has 
used CSAQ in the form of an online survey through a website called Kwik 
Surveys, which according to the website is ‘the only free and unlimited survey 
tool’.2   The online survey was created, distributed and received via the website, 
running over four pages in total with a percentage completion bar at the top.  
The survey included 12 closed questions, of which one used a Likert scale, and 
four open questions. The personal information questions at the end of the 
survey consisted of five closed questions and two open questions amounting to 
23 questions in total.  The 24th and final question asked the respondent to enter 
an email address if they wanted to volunteer for interview about their 
participation within a TNLT.  In comparison to the self-administered survey 
there were more closed questions, created from feedback given on the survey 
(Appendix C).  Questionnaire length affects response rates (Witmer et al, 1999, 
p158) and so this was taken into account when designing the online survey.  A 
decision was made to have a maximum of 24 questions. 
One organiser from each of the nine TNLTs distributed the online questionnaire 
and approximately 1000 online surveys were sent out.  In some instances, a 
listserv email was provided by the organiser to which the online survey was 
sent or in other cases the TNLT organiser distributed the Kwik Survey URL 
themselves.  The reason for the self-distribution by TNLT organisers of the URL 
was to keep the anonymity of TNLT participants from the researcher as 
confidential assurances to data protection had been given by TNLT organisers.  
When an online survey was completed by a respondent, the Kwik Survey 
website emailed a link to the finished survey.  This way it was easy to keep 
track of how many surveys for each TNLT were being completed. Response 
times were similar to previous studies with the majority of the surveys returned 
within three days.  With two reminders over a four week time-frame, completed 
surveys were returned periodically up until the survey was closed after three 
months. A total of 84 online surveys were completed and returned.   
                                            
2 http://www.kwiksurveys.com 
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Two decades ago, there was a dearth of research on response rates in 
electronic surveys, this, it is argued is due to inconsistent studies in defining 
acceptable response rates in traditional paper-and-pencil method (Babbie, 
1992).  Since then, there have been many more studies on response rates and 
many comparisons between web and mail surveys (see, for example, Griffis et 
al, 2003).  It is just as problematic however, to calculate response rates for the 
TNLT online survey.  As some of the TNLT organisers distributed the survey 
URL themselves there was often no known exact number of email addresses 
attached to the listserv.  Similarly, there was often confusion as to how many of 
the email addresses on the listserv were still functional therefore no attempt can 
be made at estimating research response rates.  Although the online survey 
was completed and submitted through a website, the URL link to open the 
survey and introductory invitation was sent via email.  This again is problematic, 
as email fatigue can play a part in respondents not wanting to open ‘yet another 
email’ or the emails being ignored by accident or on purpose.  There are other 
factors such as Internet and email access for some academics in various 
regions of the world, as well as technophobia, that may have played a part in 
using a URL to complete the questionnaire.  
The provision of an incentive to participate in an Internet survey appears even 
more critical in on-line research than in snail-mail surveys (Witmer et al, 1999, 
p156).  It is perhaps important to note that there was familiarity between myself 
as the researcher and some of the organisers and participants of the TNLTs 
that would have received the email over the listservs.  This familiarity with my 
name may have encouraged respondents to answer when they realised who 
the online survey request was from, although this is unknown.  Anecdotally, in 
later feedback on the online survey, it was noted that respondents were 
pleased to have had a reminder about completing the survey.  The use of the 
online survey made the response time-frame smaller than if postal surveys had 
been distributed.  Past research has shown that online surveys offer faster 
turnaround times (Adam and Deans, 2000), particularly in the case of emailed 
online surveys (Dommeyer and Moriarty, 2000).  
Characteristics of the questionnaire responses highlight that typical TNLT 
participants are equally likely to be male or female, a human or physical 
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geographer as well as 21-39 years of age (Table 3.1).  However, there were 
more questionnaire respondents that consider themselves to be in their early-
to-mid career stage, be a Human Geographer and have a learning and teaching 
intensive workload.  The geographical locations of the questionnaire 
respondents show a pattern of response in North America, Europe, India and 
Australasia (Figure 3.4).  The questionnaire respondents, although spread 
throughout many geographical locations, are concentrated in Anglo-American 
global regions.  The high concentration of European respondents reflects the 
international, although much more regionalised TNLTs such as Eurogeo and 
Herodot.  This is a useful characterisation to have of the TNLT participants as it 
provides a more detailed understanding of the types of geographers that are 
engaging in academic networking for learning and teaching. 
It is important to note within this chapter the representativeness of the 
questionnaire respondents, both from the self-administered and online surveys.  
As previously mentioned, the questionnaire data was gathered on two levels, so 
to speak, therefore both of the methods provide a distinctive contribution 
towards the research.  The self-administered questionnaire provides this study 
with a ‘snapshot’ of the opinions of TNLT participation in the INLT.  This method 
was the most appropriate given the opportunity to gather data during this one-
time event (given the research time-frame) and contributes the majority to the 
total number of questionnaire responses.  In parallel, the online survey provides 
a distinct contribution to the thesis by allowing those not at the INLT face-to-
face event and participants in the other eight TNLTs to provide opinions about 
academic networking within one or more TNLTs.  Despite, the self-administered 
questionnaire distributed and collected at the INLT workshop providing just over 
half of the total survey responses, making the INLT participants a majority 
group within the findings, interpretations of the data have thus been considered 
with this in mind.  Although limitations of both of the questionnaires are that the 
numbers are small, there are nevertheless pertinent data findings to take from 
the questionnaires. 
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Table 3.1: Characteristics of questionnaire respondents by TNLT 
 Questionnaires Gender Workload Discipline 
TNLT n % 
F M Learning and teaching Research Human Physical 
N % n % n % n % n % n % 
NCGE 4 3 3 75 1 25 2 50 2 50 1 25 3 75 
IGU-CGE 7 5 3 43 4 57 0 0 3 100 3 75 1 25 
CGB 4 3 1 25 3 75 2 50 2 50 4 100 0 0 
Eurogeo 7 5 4 57 3 43 4 100 0 0 3 75 1 25 
INLT 67 52 41 61 26 39 17 65 9 35 36 77 11 33 
Herodot 18 15 5 28 13 72 5 56 4 44 8 73 3 27 
GFDA 5 4 4 80 1 20 3 75 1 25 5 100 0 0 
CGGE 12 10 5 42 7 58 5 83 1 17 7 88 1 22 
Giraffe 4 3 1 25 3 75 1 33 2 66 1 50 1 50 
Total (s) 128 100 67 52 61 48 92 72 36 28 61 48 66 52 
None responses 6        7 
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Table 3.1 cont.: Characteristics of questionnaire respondents by TNLT 
 Questionnaires Institution Age Career stage 
TNLT n % 
English-speaking Non-native English-speaking 21-39 40-61+ Early-Mid Late-Retired 
n % n % n % n % n % n % 
NCGE 4 3 4 100 0 0 1 33 2 66 4 100 0 0 
IGU-CGE 7 5 2 29 5 71 0 0 7 100 2 29 5 71 
CGB 4 3 2 50 2 50 2 50 2 50 3 75 1 25 
Eurogeo 7 5 1 14 6 86 5 71 2 29 5 71 2 29 
INLT 67 52 60 91 6 9 30 45 36 55 52 75 17 25 
Herodot 18 15 2 11 16 89 9 50 9 50 13 72 5 28 
GFDA 5 4 5 100 0 0 4 80 1 20 4 80 1 20 
CGGE 12 10 8 67 4 33 7 58 5 42 10 83 2 17 
Giraffe 4 3 4 100 0 0 3 75 1 25 3 75 1 25 
Total (s) 128 100 67 52 61 48 68 77 20 23 41 65 22 35 
None responses 6     46 71 
Source: Questionnaire data
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Figure 3.4: Geographical locations of questionnaire respondents 
Legend 
Questionnaire respondent 
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3.3.2 Semi-structured interviews 
 
12 self-administered survey participants volunteered to be interviewed 
whilst the online survey prompted 17 online respondents to volunteer and 
using a snowballing technique a total of 40 academics were separately 
emailed to arrange an interview.  A total of 40 semi-structured interviews 
were thus carried out.  Of these, 37% were face-to-face and 63% were 
online (Table 3.2).  Although an equal ratio of male to female interviewees 
would have been ideal, female participants made up 42% of the 
interviewees.  As one can see from the geographical locations of the 
interviewees, there is, again like the survey, a pattern of Anglo-American 
regions (Figure 3.5).  This pattern proposes two things, firstly that many 
more geographers based in native English-speaking countries volunteered 
to be interviewed or secondly, that there are in general many more 
participants based in English-speaking countries, making it more likely that 
a larger number of geographers volunteered.  This is in comparison to the 
pattern of questionnaire respondents which was spread throughout other 
global regions suggesting perhaps that online communication is preferred 
to face-to-face communication when communicating in one’s second 
language.  Interviewing is considered to be the most commonly used 
qualitative technique in the social sciences, with semi-structured 
interviewing being the most widely used type of interview (Kitchin and Tate, 
2000; Owens, 2006).  In comparison to the questionnaire as a research 
method, the interview is much less restrictive.  However, opinions are still 
divided as to what kind of interchange the interview is between the 
researcher and the researched.  Some claim that the interview is more a 
structured conversational exchange (Lazaraton, 1992, p373), whilst others 
see even the least structured interview as very different from an ordinary 
conversation (Pratt, 2009, p393).  Interviews when both un-structured and 
structured exchanges are typically time-consuming, often lasting one to 
two hours and the sample is usually smaller than that of a questionnaire.  
These disadvantages to the interview as a method of collecting qualitative 
data are also advantageous.  The greater amount of time permits the 
65 
 
Table 3.2: Interview respondents 
 
Interview type Gender 
Geographical location 
Face-to-
face Online Female Male 
n % n % n % n % 
Organisers 8 20 5 13 2 5 11 28 See Figures 4.4-4.12 
Participants 7 17 20 50 15 37 12 30 See Figures 4.4-4.12 
Total 15 37 25 63 17 42 23 58  
Source: Interview data 
researcher to examine in a much greater depth the responses that the 
interviewee is giving, allowing a much richer narrative for the researcher to 
analyse.  Although the sample is smaller, the method can produce 
discourses exploring respondents’ feelings and perspectives on a subject 
resulting in rich background information that can shape further questions 
(Guion et al, 2001).  Bernard (2000, p190) reminds us that there is a 
continuum of interview situations based on the amount of control we try to 
exercise over people’s responses.  There has been considerable 
discussion of the influence of the interviewer over the interviewee and the 
power (im-)balance between the two.  The interviewer’s positionality will 
affect access and what they are told (Pratt, 2009, p393).  Semi-structured 
interviews are for situations where one will only get one chance to 
interview someone (Bernard, 2000, p191).  The interviewer has a clear set 
of questions but may use discretion to follow up interesting answers.  This 
works particularly well when interviewing people such as elites who are 
accustomed to efficient use of time.  Interviews were recorded for 
transcription purposes so that the audio could be replayed afterwards to 
analyse the content of the interview.  Limb and Dwyer (2001, p201) argue 
that even top-quality data are of little use until they have been transcribed, 
coded and analysed Thousands of words of transcriptions have 
traditionally been coded using pen-and-paper and highlighter methods.  
During the 1990s, there were many criticisms about software use and 'the 
dark side of the technological advance' (Seidel, 1991).  There were  
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concerns that technological analysis would distance the researcher from the 
data, consequently leading to qualitative data being analysed quantitatively 
creating homogeneity in data analysis methodology.  Barry (1997) also argued 
that it may be seen as a barrier to acquire the skills required to use new 
technology in analysis.  Yet there are those in favour of using technology to 
help the analysis process as there is arguably sufficient pay-off in terms of 
enriched data analysis.   
Despite such reservations as these over a decade ago, NVivo software is used 
within this study to digitally code and analyse qualitative data.  Software like this 
allows for a more flexible way to thematically code transcriptions whilst keeping 
an original copy.  It can also incorporate photos, audio files and additional notes.  
Technological advancements have allowed many of the problems associated 
with face-to-face interviews such as logistical arrangements and travel costs to 
be overcome as new modes of interviewing facilitate synchronous online 
discussion.  Fox and Bayat (2008) argue that literature focusing on online 
asynchronous interviews has grown substantially within the last decade.  
Studies focusing on synchronous online interviewing on the other hand, have 
been slower to develop (O'Connor et al, 2008).  Online synchronous interviews 
have been heralded as the new ‘methodological frontier’ by Madge (2010), 
representing a form of semi-structured interviewing that has great potential for 
collecting data in an innovative manner.  Despite this rise in the versatility for 
conducting semi-structured interviews in various environments, little has been 
written about technology as a medium of research and the  uptake of such 
methods has been limited (Madge and O’Connor, 2004).  One such medium is 
Skype, which is free to download software that provides a variety of 
communication options, including audio and video or just audio calling with 
other Skype users, telephone landlines or mobile phones as well as providing 
messaging and file transfer capabilities (Skype is discussed in more detail later 
in this section).  Although other online software applications are available, 
Skype is often chosen due to its international recognition (Deakin and 
Wakefield, submitted). 
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3.3.2.1 Face-to-face interviews 
 
The face-to-face semi-structured interviews for this research were conducted 
both in the UK and in the USA and were conducted between May and 
September, 2010.  40 interviews were conducted with geographers who 
volunteered to participate in the research.  Of those 40 academics, 18 were 
interviewed face-to-face, of which five were interviewed face-to-face in the UK 
and 13 in the USA.  The UK academics were all interviewed at their respective 
institutions at convenient times that fitted into their schedule.  Pre-arranged 
face-to-face interviews conducted in the USA were timetabled into suitable 
times during the 2011 AAG Annual Conference in Seattle, Washington.  Each 
of the interviews lasted between 30 and 90 minutes depending upon the time 
that was available as well as the natural course of the conversation.  For many 
of the interviewees meeting face-to-face was preferable to being interviewed 
online or over the telephone.  
The interviewer needs to play a neutral role, never interjecting opinion of a 
respondents answer (Fontana and Frey, 2005, p702).  Balanced rapport, being 
casual and friendly but directive and impersonal on the other hand rewards the 
respondent’s participation (Converse and Schuman, 1974).  Yet, all 
eventualities can never be accounted for and noise did stop one interview from 
progressing.  Whilst in the USA, it was difficult in a large conference venue to 
find a free room or a quiet corner to interview in.  On this occasion, the 
interview was stopped whilst a more suitable space was found.  Background 
noise on an audio recording, although annoying and disruptive during the 
transcribing process is not insurmountable as long as it does not prevent the 
actual speech of the interview being heard.   
Traditionally, meeting an interviewee in person would have been the only way a 
face-to-face interview would have been carried out but online tools provide 
other possibilities.  However, there is much to learn about the process of online 
interviewing (discussed in more detail later in this chapter) by considering the 
techniques of face-to-face interviewing.  The interview design may be different 
between offline and online when conducting a face-to-face interview, 
particularly in the case of building rapport.  The strengths of face-to-face 
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interviewing are in the personal way that the conversation is carried out 
between interviewer and interviewee.  Bernard (2000, p230) suggests that face-
to-face interviews are useful when clarification of terms is sought, for example, 
or the interviewee feels unsure about something.  There is also the aspect of 
being able to provide an object such as a photo to stimulate conversation within 
a face-to-face situation as well as holding a much longer discussion than may 
be possible on the telephone.  It is next to impossible to ask respondents to 
devote two hours to filling out a questionnaire and it requires exceptional skill to 
keep a telephone conversation going for more than 20 minutes (Bernard, 2000, 
p230).  The disadvantages of face-to-face interviews can also be put down to 
the personal nature of the research method as the researcher is required to set 
up a personal interaction which may be difficult due to geographic location, time, 
financial constraints and other cultural and logistical considerations. 
Face-to-face interviews can be intrusive to the interviewee especially if the 
interview is being carried out in their home and they can also be costly in terms 
of logistics in travelling to the interview or accommodation requirements.  Face-
to-face interviews may also be an uncomfortable experience for both the 
interviewee and interviewer as ethics guidelines suggest that the interview is 
carried out in a public place and the interview environment always has to be a 
safe one.  Face-to-face interviews therefore may be carried out in cafés or 
communal offices where noise interference may prove challenging to the 
interview at the time and also when listening back to the audio if recorded.  
Face-to-face interviews can be recorded on dictaphones of which the majority 
of modern machines record straight to mp3, enabling the direct transfer of files 
to a computer.  This is also advantageous when one is using a transcription 
pedal to transcribe the interviews and / or software to analyse the narrative as 
there is no need to convert the file to any other format.   
One’s positionality as a researcher is also more at the fore-front of reflections 
on the face-to-face semi-structured interviews as there had been only email 
contact between myself and the academics that were interviewed.  In the USA, 
there was also the chance of a possible problematic first meeting as the 
suggested rendezvous was in the registration foyer of the conference building 
so that it was central and opportune.  However, only online photos gave a clue 
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as to what each other looked like.  The literature suggests that one important 
finding on response effects (interviewer characteristics that may bias the data) 
in interview scenarios is that student interviewers produce much larger 
response effects than other interviewers (Bradburn, 1983, p311).  Perhaps 
positionality as a student aided the research process as anecdotally many of 
the interviewees stated that ‘they knew what it was like’ and that ‘helping others 
was a trade-off for being helped in their research’.   
Interestingly, two non-UK based academics who volunteered to be interviewed 
did not want to or could not use Skype and offered to be interviewed by email.  
This method sits in-between the email survey and the interview as the 
questions that were asked were from the semi-structured interview guidelines 
and so were not survey style but were not conducted as the other face-to-face 
interviews.  Both of the respondents were comfortable with the method of 
writing down the answers to the questions rather than articulating them.  The 
two responses were very different from each other, one was sent in MS Word 
and was more like a conversation with an introduction and answers written in 
paragraphs whilst the second was written in concise bullet points within an 
email format.   
There is an emerging literature within the last decade that has discussed email 
interviews, sometimes called asynchronous interviews (see, for example, 
Illingworth, 2001; Kivits, 2005; James and Busher, 2006).  Email interviewing is 
advantageous for the techno-capable interviewer and interviewee as it is 
arguably one of the simplest modes of online interaction (O’Connor et al, 2008, 
p272).  Within this study, the possibility for the academics to answer the email 
interview questions in their own time was advantageous as time zone 
differences would have restricted interview times available.  The respondents to 
the email interview questions were under less time pressure to answer the 
questions than the face-to-face interviewees as there was no specific date and 
so the emails were sent, exchanged and received back before the final 
interviews were completed.  Although this research experienced no known 
problems with the email interview method, disadvantages are that as before, 
emails may be ignored, missed or forgotten.  Also because the answers are 
written, the written text is less in word count than transcriptions of spoken 
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interviews.  This is perhaps due to the written word being more succinct than 
the spoken word, with fewer interjections.  Yet, the richness of an originally 
spoken narrative may have been lost in the translation to text.  O’Connor et al 
(2008, p276) state that in the disembodied interview all the subtle visual, non-
verbal cues which can help to contextualise the interviewee in a face-to-face 
scenario are lost.  Face-to-face interviews can prevent the challenging and 
problematic nature of missing non-verbal clues compared with online 
interviewing (see, for example, Chen and Hinton, 1999; Hay-Gibson, 2009).   
 
3.3.2.2 Online Skype interviews 
 
Online Skype interviewing highlights how technology can facilitate research with 
globally dispersed respondents such as TNLT participants.  Within this study, of 
the 40 semi-structured interviews, 25 were conducted online.  Skype interviews 
ranged from 40 to 70 minutes.  O’Conner et al (2008, p271) suggest that online 
research methods provide great methodological potential.  Online synchronous 
interviews such as Skype conversations are ‘real time’ and therefore more 
closely resemble a traditional research interview (Madge, 2010). Synchronous 
interviews have tended to be neglected within the literature while asynchronous 
online interviews (such as email interviews, discussed earlier in this chapter) 
have received considerably more academic attention. 
Dunn (2010) recognises five general sets of advantages associated with the 
use of synchronous online interviews, they allow access to an expanded 
sample; they reduce interviewer effects; enhance convenience; allow for more 
reflective responses; and are cost saving.  Saumure and Given (ND) also 
identified advantages associated with the use of Skype to conduct online 
interviews, such as, it is inexpensive; it is geographically flexible; it is user-
friendly; and it is easy to install / use.  This study has benefited from the 
advantages that Dunn (2010) and Saumure and Given (ND) highlight as costs 
were minimised and access to academics was increased.  In addition, 
O’Conner et al (2008) discuss how online methods mitigate the distance of 
space which enables research to be easily internationalised without the usual 
associated travel costs.  The scope of this research would not have been 
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possible had it not been for online interviewing as although telephone 
interviewing may have been possible, the cost may have prevented the long 
duration interviews that were recorded in this study.  Online interviews can also 
be valuable for researchers who wish to contact participants who may 
otherwise be difficult to reach such as the less physically mobile or socially 
isolated.  Lack of visual clues such as age, gender, and ethnicity are suggested 
to be a benefit online as this can decrease interviewer effects (O’Connor et al, 
2008).  In this study, both video and non-video interviews were utilised but there 
was no systematic pattern to the use.  In fact it was solely decided by the 
interviewee, whether they had a webcam or not and whether they wanted to 
use the video option. 
Comparing advantages and disadvantages of online interviewing highlights 
requirements and skills needed for this kind of qualitative inquiry.  
Technophobia and a lack of access to technology may have excluded 
participants due to logistical factors such as the need to obtain the correct 
software and then set up an account.  O’Connor et al (2008) believe this may 
lead to problems with representativeness.  Identity verification can be more 
difficult when conducting interviews online (Chen and Hinton, 1999) and as 
such this concept of identity and building rapport is slowly being addressed 
within the literature.  O’Connor and Madge (2001) for example use photograph 
exchanges to build relationships before interviews are conducted.  This 
exchange of information via email often facilitates the development of rapport.  
Online software such as Skype was especially useful as many of the interviews 
were conducted over multiple time zones.  Interviews often took place early in 
the morning or late at night and as such ethical considerations such as 
associated health and safety risks of traditional face-to-face interviewing were 
not an issue during Skype interviews.  Deakin and Wakefield (submitted) in 
their study on Skype in postgraduate research note that some interviewees 
stated they did not have time to be interviewed face-to-face.  However, when an 
online interview was offered as an alternative, participants were more willing to 
be involved.  Another associated benefit of using online interviewing to conduct 
semi-structured interviews is that interviewees only need to provide the 
interviewer with online contact details rather than a name or phone number.  It 
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was assumed that interviewees may be more comfortable giving the researcher 
their virtual name as opposed to more personal information as the interviewee 
can easily erase the contact after the interview. 
There are a number of drawbacks and potential issues associated with Skype 
interviews.  Although, certain disadvantages of face-to-face interviewing can 
include the embarrassment or un-comfortableness of talking to the interviewer 
directly, Hay-Gibson (2009) suggests that this situation can also arise online if 
the interviewee is being filmed.  Holliday (2001) argues that video within 
research methodologies has been largely ignored in the social sciences.  
Although Holliday’s (2001) work concentrates on video diaries, similar 
implications of disconnection generated by Skype, the web-cam and the screen 
alongside how people engage with the camera are important to recognise.  
Examples of other drawbacks are a possibility of time lags in the conversation 
which can break the flow of an interview.  Disconnection problems and loss of 
data were also experienced by Hay-Gibson (2009).  In this study, around half of 
all the Skype interviews were conducted with just audio alone to improve the 
sound quality of the interview as Internet bandwidth was not sufficient to sustain 
visual and audio contact.  Where Skype was unable to facilitate the call, even 
with just audio, the text option at the bottom of the screen was used in order to 
ask and answer questions, this text was then copied and pasted into the 
interview transcription alongside alternate periods of spoken text.  The interview 
quality that was most affected by poor connection was with a Vietnam-based 
academic and in this particular case just audio was used.  Where Internet 
connection is not strong enough such as the example of the conversation 
between the UK and Vietnam, technology ruled that audio-only and text was an 
option. 
The space that the online visual conversation occupies is a middle ground as 
both the interviewer and interviewee can see and hear each other but despite 
the synchronous visual and audio presence, customs such as shaking hands 
and having a coffee together are bypassed.  Although some differences were 
identified in terms of rapport between the face-to-face and online interviews 
within this study, this was not deemed to affect the quality of the conversations.  
It is important to note here that personality is always an influencing factor as in 
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some cases online interviewees were more responsive and rapport built quicker 
than in a number of the face-to-face interviews.  Online rapport is therefore only 
an issue when interviewing an individual who is more reserved or less 
responsive.  Having met and spoken to some of the interviewees prior to the 
online Skype interviews, some of the potential awkwardness of that first 
meeting was gone but still sometimes remained for others that were unfamiliar.  
Using video as well as audio was a positive experience within this research as it 
allowed relationships if only virtually to be developed similarly to the face-to-
face interviews. 
In this study, just one of the participants did not show at the agreed time and in 
this case no further correspondence was received from the participant despite 
successive emails to agree on another time.  On the contrary 100% of the face-
to-face interviews that were arranged happened.  Deakin and Wakefield 
(submitted) suggest that there is perhaps a different feeling when one arranges 
a meeting over the Internet to be interviewed, if one does not log in and does 
not then talk to the interviewer there is no eye contact, no risk of being seen 
and arguably little loss on the interviewee’s part.  If the meeting for an interview, 
for example, was arranged in a public place, possibly in the respondents own 
university, the avoidance of such a meeting is much more difficult to achieve.  
The main reason in this study for some academics wanting to meet face-to-face 
was that they did not want to be interviewed online.  This could be attributed to 
‘technophobia’ and could be arguably preventing these particular academics 
from establishing online communication skills.  This study seeks to push the 
boundaries of innovative research by using both face-to-face and online semi-
structured interviewing as equal within the data collection.  Due to the locations 
of the interviewees being both UK and non-UK based and thus geographically 
dispersed globally, online research methods have arguably given greater reach 
and scope than would have been possible otherwise. 
It is very unlikely that online interviews are going to replace more conventional, 
face-to-face research, rather, as Madge (2010, p174) suggests it represents 
another option in the geographers ‘methodological toolkit’.  Similarly, Meho 
(2006) concluded that whilst a mixed-mode interviewing strategy should be 
considered when possible, online interviewing can be in many cases a viable 
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alternative to face-to-face.  In addition to the online Skype interviewing that was 
conducted in this study, two Skype telephone calls were made to interviewees.  
This occurred because both of the participants were non-UK based and did not 
use Skype.  Credit was purchased that was then used to call a landline.  This 
method from the researcher’s viewpoint was logistically similar to using Skype 
in the usual way, except there was no visual option.  In fact unless the 
interviewee is told that the interviewer is using Skype to make the call it would 
probably be impossible to know that it was not just a regular telephone call.  
The dynamics of the Skype telephone interviews were interesting as both of the 
interviews had to be planned where the respondent had access to a telephone.  
Both of the interviews had to be conducted whilst the interviewee was near a 
landline, whereas many of the online interviews were conducted either at a PC, 
on a tablet or on a smartphone. 
In the past, there has been some literature on telephone interviewing but this 
area of interest has been particularly resurgent as a research method within the 
last decade.  Carr and Worth (2001, p511) suggest that the increasing 
popularity of the telephone interview as a research method may be a reflection 
of broader social change and technological advances, with increased use and 
acceptability of telecommunications.  Sturges and Hanrahan (2004) compared 
telephone and face-to-face interviewing and concluded that telephone 
interviewing produces data which is comparable in quality to those attained by 
the face-to-face method.  In fact Holt (2010, p120) even goes so far to say that 
contrary to common assumptions about the need to conduct narrative 
interviews through face-to-face encounters, there is no need to consider the 
use of telephones for narrative interviewing as ‘second-best’.  Indeed, there 
may be sound practical reasons such as logistics, time and financial incurrence 
of travel and accommodation, why it may be a more favourable mode than the 
often ‘default mode’ of face-to-face interviewing (Holt, 2010, p115).  
Nevertheless, consideration of the research context and in particular, reflection 
on the nature of the research group will maximise the potential benefits of using 
telephone interviews (Stephens, 2007; Mikecz, 2012). 
There is very little literature if any that focuses on using PC to telephone 
interviewing.  As stated earlier within this chapter, this study concurs with 
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Madge (2010) that research methods such as Skype and the use of the Internet 
to conduct telephone interviewing are still a ‘work in progress’.  The advantages 
of telephone interviews, particularly those from PC to telephone however have 
been felt by the market research industry for years and so consequently are 
becoming much more common in social science research too.  The telephone 
survey is often useful for shorter questions within a shorter interview, however 
longer and more detailed interviews can be conducted over the telephone only 
if the interviewee is aware of the estimated length prior to it taking place.  The 
logistical nature of a telephone interview is also advantageous to both 
interviewer and interviewed as most homes and work places have an 
accessible landline telephone.  More recently access to mobile phones has 
removed landline access barriers, which can be expensive to the caller if calls 
are long in duration and international.  This can therefore make the telephone 
interview a flexible research method as the interview can be carried out in many 
environments lacking the restrictive nature of a more formal face-to-face 
encounter.  Travel expenses and associated costs are decreased as the 
telephone interview can be done practically anytime, anywhere.  A less 
advantageous characteristic of the telephone interview however is felt if 
conversations need to be conducted over time zones.  Synchronous interview 
needs compromise with one person either getting up early or staying up late to 
talk, this is common between the UK and Australasia, for example.   
For this study, the use of Skype and telephone interviewing over Skype 
facilitated access to participants that would not have been accessible otherwise 
or would not have participated had it not been for Skype that is free and, 
arguably, globally used software.  This research on TNLTs had increased 
scope and reach due to the mixed-interview methods approach.  However, as 
this chapter has highlighted, there are advantages and disadvantages to each 
type of interview (Table 3.3).  Summarising the pros and cons to each interview 
method highlights how, when used together, the face-to-face interview and the 
Skype interview, visual and audio and audio only, complement each other to 
produce a rigorous research methodology. 
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Table 3.3: Interviews: advantages and disadvantages 
 
Face-to-face interview Skype interview 
Advantages Disadvantages Advantages Disadvantages 
R
ap
po
rt 
Pre-interview 
rapport 
Build-up of a f-2-f 
connection may aid 
retention of participants  
May need to be built up f-2-f 
which may be time and cost 
consuming 
Can be online only Online only may not be preferential for some 
Interview rapport Body language and non-verbal clues can be seen 
Body language and non-verbal 
clues may influence interview 
Video provides opportunity to see 
body language and non-verbal clues 
When interviewing a reserved 
interviewee, building rapport can be 
difficult.  
If audio only, body language and non-
verbal clues hidden from both 
interviewer and participant 
Lo
gi
st
ic
s 
Health and safety Unsociable hours and interviews in non-public spaces less possible Unsociable hours not a problem and can be conducted from anywhere 
Ethics 
Personal details such as 
name and telephone 
number required 
Possible ethical issues in 
taking audio recording of 
interview 
Often no need to obtain real name or 
phone number from participant, just 
Skype username 
Interviewees can withdraw by not 
logging on 
Anonymity more easily ensured than 
f-2-f 
 
Possible ethical issues in taking video 
or audio recordings of the interview.  
Participants may feel uncomfortable 
being recorded on video 
Little literature debating online ethics 
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Face-to-face interview Skype interview 
Advantages Disadvantages Advantages Disadvantages 
Lo
gi
st
ic
s 
co
nt
…
 
Time and cost 
Can travel to interview more 
than one person at once 
reducing travel time and 
costs between interviews 
Can be expensive in time to 
travel to interviews and 
financial cost 
Less time cost as no travel required 
No financial cost as software is free 
Distance between interviewer and 
participant not important 
Less commitment between interviewer 
and respondent 
Te
ch
no
lo
gy
 
Dictaphone use Dictaphone to record conversation 
If Dictaphone is inoperable use 
of notes as back-up 
Poor recording quality may 
occur if in a public place 
Possibility to use software on PC to 
record if Dictaphone is inoperable 
Poor recording quality may occur if 
interference from electrical equipment 
Internet access required and 
knowledge / desire to use Skype 
required 
D
at
a 
an
al
ys
is
 
No differences 
noted 
Dictaphone recorded 
conversation transcribed 
Poor recording can make 
transcription difficult 
Dictaphone recorded conversation 
transcribed 
Poor recording can make transcription 
difficult 
Source: Deakin and Wakefield (submitted)
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3.4 Secondary data 
 
Secondary data are data collected by others rather than by the researcher and 
are widely used within the social sciences.  Advantages of using secondary 
data are potentially the saving of time and resources by using other people’s 
data as well as the increased scope that the research can gain.  Bryman (2008, 
p197) suggests that secondary data can provide an opportunity for longitudinal 
analysis, dependent on the data of course, which is often rare in the social 
sciences due to the time and cost involved.  Limitations of this method of data 
collection can be the lack of familiarity with the data and that the researcher has 
little control over the data quality.  Within this thesis, secondary data were 
collected to add background detail and richness to the primary empirical data 
and were collected from TNLT websites as well as from TNLT organisers.   
The TNLT websites, for example, were an invaluable resource for gathering 
secondary data. The websites list the names and email addresses of the TNLT 
organisers as well as often providing previous and forthcoming meetings, 
publications, event dates, workshop remits and occasionally names of previous 
workshop attendees.  All of this data contextualises and enriches the empirical 
data that have been collected through surveys and interviews.  In some 
interviews, reference to website material was made where the organiser 
believed questions could be more easily answered through already available 
information.  In some cases however, websites were not necessarily up-to-date 
therefore suggesting a limitation to this research.  Secondary data had to then 
be gathered from the organiser directly rather than from the website.  In some 
cases listserv email addresses were known or believed to be inactive, 
highlighting again that there can be no way of accurately calculating how many 
TNLT participants received the invitation to participate or the exact response 
rate.  However, the greatest limitation to access of secondary data was the fluid 
nature of the TNLTs and organising members.  It was difficult to collect 
longitudinal data of TNLT membership as addresses and email addresses had 
been lost, forgotten or poorly stored by consequent data-handlers.  
Technological advancement scuppered chances to access archival data on 
TNLT membership as advancement from paper to computer, hard drive to 
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floppy disk, USB to online storage meant that the data were often not 
transferred as each progression took place.  Anecdotally, some TNLT                    
organisers suggested that archive material may be in piles of paper 
‘somewhere’ and that some membership data were on floppy disks that had 
never been transferred to hard drive.  As such, with the removal of floppy disk 
drives from PCs, this has effectively ‘archived’ historical TNLT data on difficult 
to recover hardware.   
The main advantage of using the secondary data within this study was that data 
such as participants email addresses and geographical locations would have 
been almost impossible to obtain within the time frame and costs.  The TNLT 
organisers who did not provide email addresses did, however, provide 
participants current country location. 
 
3.5 Data analysis 
 
As highlighted earlier in this chapter, the quantitative data collected from the 
questionnaires was analysed using SPSS software.  SPSS provides ‘predictive 
analytics software and solutions’ (IBM, 2012) and as such was the most useful 
software tool for exploring the TNLT questionnaire data.  Questionnaire data 
are entered into the SPSS spread sheet in binary or coded values.  So for 
example, if a questionnaire response was ‘Yes’ this was coded by a 1 and ‘No’ 
by a 2.  By pre-coding questionnaire answers (as discussed earlier within this 
chapter) data input was made easier.  This study made use of cross tabulations 
to identify systematic differences in practices across various sub-groups.  
Particularly useful was Pearson’s Chi Square test for statistical significance.  
Rindskopf (2004, p141) notes that most importantly for researchers, using the 
Chi Square test allows the researcher to test the hypothesis that is important to 
them.  But, in this research, informed by grounded theorising, this technique 
was used in a more explorative sense to identify statistical trends.  The main 
advantage of using SPSS as well as aiding statistical findings was the use of 
such functions as the Chi Square test.  Without the software package, 
calculations would be time-consuming and laborious.  From the researcher’s 
point of view, the exchange to binary or coded numbers and the input of data 
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took more time than was initially expected.  However, the benefits of statistically 
significant data to identify statistical trends outweigh such negatives.   
Similarly, the qualitative data collected from the interviews was also analysed 
by computer using Computer Assisted / Aided Qualitative Data Analysis 
(CAQDAS), and in this study NVivo software was used.  Transcribed interviews 
were inputted into NVivo, which in its simplest form can be just used as storage 
and organisation for all qualitative data.  Over 20 years ago, Seidel (1991) 
raised concerns that CAQDAS may guide researchers in a particular direction 
thus challenging the validity of research findings.  Yet Crowley et al (2002) 
highlight more recently how CAQDAS is increasingly used in research analysis 
despite suggestions that the researcher is distanced from the data thereby 
encouraging quantitative analysis of qualitative data.   
Nevertheless, the advantages of NVivo are prominent within the literature, as 
recent work has acknowledged that it can greatly enhance research quality 
(Wong, 2008; Buchanan and Jones, 2012).  Within this study, NVivo was not 
used to enter audio files, photos, images and other media.  As this study just 
used written data, the option to cross reference different media was not utilised.  
However, where NVivo was used to its full potential was with the interview 
transcriptions that were imported into the software.  The narratives were coded 
into themes and sub-themes with each category and sub-category given a 
distinguishing colour.  As the coding progressed, themes formed that eventually 
shaped the chapters and sections within this thesis.  The use of computerised 
colour coding (as compared to traditional highlighter methods) and 
categorisation of themes was time effective and was the main benefit from 
using CAQDAS for this study.   
Deakin and Wakefield (submitted) argue that despite the benefits and 
availability of workshops on NVivo or similar CAQDAS programmes there is a 
lack of discussion on CAQDAS within post-graduate research.  Most recently, 
Deakin et al (2012) have attempted to address such an issue in their case study 
of peer-to-peer teaching that could solve both the availability and financial 
constraints of professional training courses.  Within this study there was also an 
inclusion of ‘pitfalls’ to avoid in the use of NVivo such as saving regularly to 
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avoid the loss of work.  Although NVivo crashing with large amounts of data 
was not encountered within this study, anecdotal stories have shown that such 
computerised incidents do occasionally happen.  Thus highlighting the 
importance of regularly saving work. 
 
3.6 Conclusion 
 
This chapter has outlined the research design of this study as well as the 
research methods that have been employed to study TNLTs.  Literature has 
been drawn upon to inform the thorough theoretical and empirical viewpoints of 
this study.  Utilising grounded theorising based on a mixed-methods approach 
provides the opportunity to collect empirical data from both qualitative and 
quantitative data sources as well as secondary data.  The research methods 
have been systematically and rigorously conducted to collect data from a self-
administered face-to-face questionnaire, online survey, face-to-face interviews 
and online Skype interviews.  Computer software was used to analyse both the 
quantitative and qualitative data collected in this study.  SPSS was used to 
analyse the questionnaire data and NVivo was used to analyse the 
transcriptions from the semi-structured interviews.   
The use of Skype within this study’s methodological framework contributes to 
existing knowledge and fills a gap within the literature on the use of online, 
synchronous interviews.  Non-traditional interview methods should be viewed 
as equal to the traditional face-to-face interview (Holt, 2010) whilst Deakin and 
Wakefield (submitted) more recently suggest that not only is Skype as a 
(sometimes) non visual methodology a viable alternative, it is an equally useful 
medium as the face-to-face interview.  This study will contribute to discussions 
on online research methods by using online interviews alongside the traditional 
face-to-face interviews. 
The following five chapters present the empirical findings that have resulted 
from the research methodology. 
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4. 
 
HISTORY OF ACADEMIC NETWORKS FOR LEARNING 
AND TEACHING IN GEOGRAPHY 
 
4.1 Introduction 
 
Historically, geographically dispersed academics have employed various 
communication methods, such as international travel and paper-based 
correspondence, to internationally network.  As technology has developed and 
communication practices have progressed, international academic networking 
equally has evolved.  Over a decade ago Blaxter et al (1998, p290) called for 
more research on networking within higher education.  This chapter begins to 
answer such a call by contextualising TNLT networking within past knowledge 
exchange and idea sharing between geographers. 
 
The objectives of this chapter on the historical context and organisation of 
TNLTs are two-fold, firstly it is to provide a historical context to international 
academic networking and secondly it is to explore in more detail the TNLTs 
themselves.  The first section provides a historical perspective on geographers’ 
networking up to the 20th century.  This is done by exploring both informal and 
formal academic networking and learning and teaching within societies.  The 
second section then discusses the nine TNLTs and their organisation. 
 
4.2 Academic networking up to the 20th century 
 
To begin to understand the nature of networking between academics prior to 
the 20th century and how the start of the information revolution in the 1950s 
began to change this, it is important to gain an understanding of the number of 
universities in existence, the duration of the discipline of geography and those 
involved in learning and teaching in geography.  In Britain as early as the 1500s, 
geographical education was delivered by teachers at the University of 
Edinburgh as well as at the University of Cambridge but in the closing years of 
the 16th century, it was the University of Oxford that was the main institution 
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consistently teaching geography (Baker, 1963, p15; Withers and Mayhew, 2002, 
p11).   
 
Within a European context, by 1400, university numbers had grown to 40 
institutions and by 1700, this number had risen to 170 universities.  In the 20th 
century, the number of universities actually declined and by WWI only 150 
universities existed (Brockliss, 2000, p148).  By the 20th century, however the 
number of universities was rising once more and in 1984 it was recorded that 
there were 500 universities, of which 40 were in the UK (Brockliss, ibid).   
 
4.2.1 Informal networking: early modern period 
 
It was within these growing numbers of institutions where social and academic 
relationships were important in the development of informal tacit knowledge 
during the early modern period.  The early modern period is often considered to 
range from circa 1500-1800 (Callisen and Adkins, 2011) but is inconsistently 
defined.  Especially in Europe during this period of time, scholars exchanged 
informal geographical knowledge internationally amongst themselves as 
individuals (Granö, 1981).  Granovetter’s (1973) seminal work on the strength 
of weak ties (written in the context of people seeking employment) aids an 
understanding of the type of informal networking that was happening during this 
time.  Granovetter’s study concluded that information circulates more quickly 
among acquaintances, along weak ties, than along strong ties, closer friends.  
Drawing upon Granovetter’s (1973) concept of weak ties, Lux and Cook (1998, 
p181) discuss open networks (established by travelling, personal contact and 
written communication) during the Scientific Revolution.  These are in contrast 
to what Lux and Cook (1998) term, closed circles, or communities that 
historians have tended to concentrate on.  Viewing information exchange as 
common only within closed communities problematises and undermines the 
wider movement of Europe-wide informal knowledge exchange at that time.   A 
focus on networks during the early modern period highlights how academics 
were exchanging information with other scholars they may not have known 
personally.  In fact, scholars needed to meet unknown others because 
knowledge was not spread evenly over early modern Europe (Burke, 2000, 
p55). 
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Other communicative behaviours of the early modern period alongside informal 
travelling included the paper-based correspondences described as the Republic 
of Letters.  Burke (2000, p57) describes the Republic of Letters as a term which 
came into increasingly frequent use in early modern Europe (1600-1800) to 
refer to an international community of scholars.  Habermas (1989) notes that 
the establishment of a public sphere at that time aids understanding of the 
expanding networks of knowledge.  This is an important point to draw upon as 
later in this section, one can see how geographical discussion entering the 
public sphere influenced the founding of institutions such as geographical 
societies.  Mayhew (2004; 2005) and Burke (2012) both argue that the Republic 
of Letters could be considered an imagined community as in fact the scholars 
may have never met and were connected to each other only through 
correspondence ties.  Callisen and Adkins (2011) concur with this idea by 
arguing that the Republic of Letters reflects the construction of virtuality at that 
time and that the term ‘virtual’ must not be seen as solely synonymous with 
‘digital’.  Participation in communication exchange amongst scholars in early 
modern Europe could be considered to be just as virtual in this pre-digital 
environment as networking is today. 
 
Informal socio-scientific circles, such as the Republic of Letters, have also been 
considered in terms of influence and diffusion of innovation and can be 
conceptualised by the term invisible college (Crane, 1972) as well as by 
Granovetter’s (1973) weak ties.  In Granovetter’s study tacit information 
regarding employment was most effectively communicated through weak ties, 
network contacts than through friendship bonds.  There is however a 
disinclination among at least some of geography’s historians to think 
theoretically in terms of these informal socio-scientific circles portraying them as 
fragile (Lochhead, 1981) rather than seeing informal networks as the diffusion 
tracks for ideas (Capel, 1981).  This thesis argues that by viewing these 
invisible colleges and weak ties as durable instead, suggests these groupings 
directly shaped knowledge, not just facilitated them.  Burke (2012) argues that 
the concept of the Republic of Letters is just as useful for conceptualising the 
modern period.  Four periods are distinguished, the horse-drawn 
commonwealth (1500-1850); the age of steam (1850-1950); the age of jet travel 
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(1950-1990) and the fourth and most interesting for this study; the age of the 
personal computer and Internet (1990-).  This is now the ‘Digital Republic of 
Learning’ giving new life to the term invisible college as electronic 
communication facilitates email and remote research (Burke, 2012, p7).  
Despite the rise of writing, print and electronic communication, academic life 
still depends on the most traditional of the media: the spoken word (Burke, 
2012).   
 
4.2.2 Geographical societies: 19th to 20th centuries 
 
By the time of European Enlightenment in the 1700s, the teaching of geography 
had become critically important and at the same time, travel emerged as a 
more educational activity (Heffernan, 2009, p5).  One hundred years later, 
strong support for the institutionalisation of geographic education brought broad 
social changes that saw geographical societies mushroom (Wright, 1952, p547).  
The establishment of institutional structures dedicated to sponsoring exploration 
and discovery such as the Royal Geographical Society (RGS) in 1830 were 
patronised by affluent, well-educated and well-travelled former soldiers as the 
first clientele for these geographical societies (Heffernan, 2009, p7).  
Geographical societal membership such as offered by the RGS, which at its 
foundation was far larger than its existing rivals in Paris and Berlin, has been 
attributed to an exponential interest in changes to attitudes of scientific 
discovery, technological inventions and educational progress (Figure 4.1).  
Societies facilitated international dialogue that was important as a vehicle of 
new ideas through exchanges and discussions with other European centres 
and scientists (Matveyeva, 1976).  Better transport and publication made it 
easier to maintain contact and this was especially useful through membership 
of a society with others sharing common interests.  By 1866, the number of 
societies had increased rapidly and geography had also become a field of 
scientific study (Dickinson, 1969, p268).   
 
Many societies founded in Britain, Europe and the USA in the 19th century 
facilitated a series of international geographical congresses for geographers to 
collaborate and socialise at, with each annually held in a different city (Figure 
4.2).  The IGU as an organising body held 20 international congresses between 
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Figure 4.1: Foundation year of international societies 
Year founded International Societies 
1821 Société de Géographie de Paris (SGP), France 
1828 Gesellschaft für Erdkunde zu Berlin (GEB), Germany 
1830 Royal Geographical Society, England 
1833 Geographical and Statistical Society, Mexico 
1838 Instituto Historico e Geografico do Brasil, Brazil 
1852 New York, USA 
1852 Imperial Russian Geographical Society, Russia 
1884 Royal Scottish Geographical Association, Scotland 
1893 Geographical Association, UK 
Source: Adapted from Heffernan (2009, p7) 
 
the 1920s and the 1960s.  These congresses are an interesting way of 
contextualising where geographers conceived and organised ideas by 
networking with other academics from all over Europe, the Americas and Africa.  
Freeman (1961, p56) argued that through occasional congresses as well as 
individual contacts, geographers in various countries watched each other’s 
work with friendly interest.  Yet, rather than just taking an interest in another 
member’s work because they were part of the same society, geographers 
started to look at those abroad who they were beginning to come into contact 
with. 
Prior to the 19th century there was a constant tension between the desire for 
collecting of geographical knowledge and exploration of new perspectives.  
How to share this information with not just members of societies but with the 
wider public, specifically through education was problematic as only members 
had access to society dissemination such as publications (Figure 4.3).  By the 
1960s however, publications appeared in 51 countries, with 110 published in 
the English language in contrast to 59 in German and 35 in Russian.  All mid-
19th century international societies, associations and networks reflected a 
growing academic interest in the advancement of learning (James and Martin, 
1978, p3).  This may explain the spurt of societies, both in Britain, Europe and 
the USA in the latter part of the 19th century as one-by-one more informal 
networked groups saw the possibilities and opportunities provided by more 
formal societal environments.  Often it was just a group, sometimes a school  
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Figure 4.2: International geographical congress meetings, 1871-1968 
Year Congress 
1871 Antwerp, Belgium 
1875 Paris, France 
1881 Venice, Italy 
1889 Paris, France 
1891 Berne, Switzerland 
1895 London, England 
1899 Berlin, Germany 
1904 Washington D.C., USA 
1908 Geneva, Switzerland 
1913 Rome, Italy 
1925 Cairo, Egypt 
1928 Cambridge, England 
1931 Paris, France 
1934 Warsaw, Poland 
1938 Amsterdam, Netherlands 
1956 Rio De Janeiro, Brazil 
1960 Stockholm, Sweden 
1964 London, England 
1968 Delhi, India 
Source: Adapted from Wright, (1952) 
 
and occasionally just an individual who were responsible for the creation of 
spaces for learning exchanges (James and Martin, 1978, p3).  A persistent 
effort, often by one individual to formalise a school or group of thought 
encapsulated the latter half of the 19th century’s strong faith in education as a 
device for increasing equality of opportunity (Heffernan, 2009, p 8). 
 
The aims and objectives of the 19th century societies appear wider than 
contemporary networks such as TNLTs.  However, the groups worked in similar 
ways to present-day learning and teaching networks by organising conferences, 
publishing material through periodicals and contributing to knowledge.  Current 
TNLT face-to-face meetings reflect this trend for organising meetings for those 
interested in discussing pedagogical debate.  Having considered geographical 
societies in general, the next part of this section discusses how geographical 
societies were used as vehicles through which an interest in learning and 
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Figure 4.3: Geographical publications by year of foundation 
Year founded Geographical Publication 
1852 Bulletin of the American and Statistical Society 
1889 National Geographic Magazine 
1853 Erde 
1855 Petermanns Geographische Mitteilungen 
1885 Scottish Geographical Magazine 
1888 Terra 
1889 Fennia 
1891 Annales de Géographie 
1893 The Geographical Journal 
1895 Geographische Zeitschrift 
1901 Geography 
Source: Adapted from Dickinson (1969) 
 
teaching became manifest.  The RGS is an example of a society within which 
learning and teaching flourished as part of wider geographical debate.   
 
Learning and teaching within societies such as the RGS prospered in the late 
1800s (James and Martin, 1978).  In the 19th century, the RGS promoted 
exploration and discovery, but educational advancement was seen.  However, 
this was seen to be one of many essential foci of work for its members 
(Freeman, 1961, p12).  The RGS increasingly came to serve as a con-fraternity 
of like minds which in time played a vital role, not least in the educational 
sphere (Stoddart, 1975; Scargill, 1976).  The RGS’ association with learning 
and teaching in the 19th century was mainly the result of two men’s interest in 
learning and teaching that pushed forward pedagogical discussion within the 
society. 
 
The two men with which learning and teaching advancement within the RGS is 
most closely connected are Sir Halford Mackinder (1861-1947) and John Keltie 
(1840-1927).  They are what we may call today ‘boundary-spanners’ as they 
were individuals who feature in various positions within different societies and 
networks, continually influencing and bringing their personal knowledge and 
contacts with them (Donert, 2011).  Key people such as Mackinder and Keltie 
are discussed as being closely associated with learning and teaching progress 
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within geography (see, for example, Freeman, 1961).  Mackinder’s passions lay 
within the interests of British learning, teaching and geographical education and 
as such he played important roles within pre-20th century networking practices.  
Mackinder’s new geography is normally taken as the beginning of an interest in 
geographical education in the English universities (Withers and Mayhew, 2002, 
p20). 
 
Mackinder’s contributions to geographical education should not be 
underestimated in terms of exploring learning and teaching networking 
practices.  He was appointed to the first Readership in Geography in England, 
namely, at the University of Oxford, which explains his role in advancing 
geographical education in universities.  Mackinder thus was a key figure in 
highlighting the importance of learning and teaching in geographical education 
(Baker, 1963).  The University of Oxford geography department staffed by men 
such as Mackinder, contributed to the beginnings of formal and institutionalised 
geographic academic networks (Blouet, 1975, p16).  Mackinder soon 
discovered that his views were closely related to those of the RGS’ Librarian 
and ‘Inspector of Education’ Scott Keltie.  In 1885, Sir John Keltie was 
appointed the RGS’ Inspector of Education and dispatched on a ‘voyage of 
discovery among the educational institutions of Europe’ (Keltie, 1914; Crone, 
1970; Wise 1986) publishing Geographical Education: Report to the Council of 
the Royal Geographical Society in 1885 and after the turn of the century 
another RGS sponsored report entitled Thirty Years Progress in Geographical 
Education (1914).  Over the last decade, there has been a renewed interest in 
Society men such as Mackinder (see, for example, Kearns, 2009).  Yet, Powell 
(2012) argues that texts such as Kearns (2009) seem to devote less discussion 
to Mackinder’s role in the disciplinary development of geography, instead 
concentrating on the development of his imperial interests and political career.  
It could be argued that without influential figures such as Mackinder and Keltie 
of the RGS, the societies’ interests in learning and teaching may have never 
flourished as greatly as they did.   
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4.3 Transnational Higher Education Networks for Learning and 
Teaching in Geography: moving into the 20th century 
 
Moving into the 20th century, from society to network, TNLTs facilitate 
knowledge exchange, idea sharing and dissemination as well as advancing 
research in geographical learning and teaching through online and face-to-face 
communication.  This second section examines in more detail the nine TNLTs 
that are the focus of this research, beginning with a typology of the networks 
(Table 4.1).  The longest established of the TNLTs within this thesis is the 
NCGE in the USA in 1915, followed by the IGU-CGE in 1922 (the commission 
forms part of one of the oldest international geographical unions, the 
International Geographical Union).  There is then almost half a century before 
another TNLT was founded, the CGB in 1968 and a decade later, Eurogeo in 
1979.  At the turn of the 21st century there was a spate of TNLTs formed with 
the INLT in 1999, followed by Herodot and the GFDA in 2002, a year later the 
CGGE in 2003 and finally Giraffe in 2009.  TNLTs such as NCGE, and CGB 
although older than the other seven TNLTs, were initially founded as general 
geographic groups that have become focussed in later years on learning and 
teaching.  The other TNLTs were all specifically founded for the purpose of 
sharing learning and teaching best practice.  This is interesting in itself as the 
creation of academic networks just for learning and teaching may suggest that 
from the late 1970s onwards, there was a real interest by geographers to 
specifically network with others for pedagogical reasons.  The following part 
focuses on each TNLT and provides a brief individual profile including modes of 
operation and organisation, for example (Table 4.2). 
 
National Council for Geographic Education (NCGE) 
 
http://ncge.org/  
 
The longest established TNLT within this research is the National Council for 
Geographic Education: supporting geography educators was founded in 1915.  
The NCGE is a non-profit organisation chartered to enhance the status and 
quality of geography teaching and learning.  All levels including university are 
supported by members from both the USA and internationally.  The NCGE 
website based in Washington D. C. states that in its 96th year, the NCGE 
continues to both promote and celebrate geographic teaching and learning by  
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Table 4.1: Typology of TNLTs 
Anglo-American-based European-based Global 
NCGE Eurogeo IGU-CGE 
GFDA Herodot CGB 
INLT  CGGE 
Giraffe   
Source: TNLT websites 
 
conducting and gathering research.  The NCGE produces a journal called the 
Journal of Geography which is published six times a year and presents 
innovative approaches to geography research, teaching and learning by 
publishing articles on research results and instructional approaches.  
Publications take the form of The Geography Teacher which is produced bi-
annually whilst cached website pages from 2009 to 2010 reveal a newsletter 
called Perspective is published six times a year (although this information is not 
available on the current webpages).  Promotion of the NCGE is also carried out 
through developing curricular resources at university level, providing 
professional development opportunities and organising an annual conference.  
Collaborations between NCGE and others include the Association of American 
Geographers, the Geographical Association and the Canadian Council for 
Geographic Education.  The website highlights the Review of International 
Geographic Education Online (RIGEO) as a resource to look at.  The NCGE 
website also runs an Online Store from which merchandise can be bought and 
donations can be paid.  The NCGE runs a Webinar Programme that is a live 
series featuring geography educators from around the world, it is the 
“geography conference that lasts all year long!” according to the website which 
is free to members but a cost of $10 to non-members.  The National 
Conference on Geographic Education in 2012 will be held in San Marcos, 
Texas and will attract university professionals from around the world to 
exchange ideas, resources, research and best practices in geographic 
education, whilst there are networking and brain storming prospects for those 
that are passionate about geography education..  Recent previous conferences 
in 2010 were held in Savannah, Georgia and in 2011 held in Portland, Oregon.  
The NCGE hosts a number of online ways to interact and participate with the 
network as a Facebook page is available as well as Twitter @NCGE1915 and  
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Table 4.2: TNLT characteristics 
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NCGE 1915    
Journal of 
Geography 
Geography 
Teacher 
RIGEO 
 Annually AAG 2 2 Figure 4.4 4 Figure 4.4 $US95 
IGU-
CGE 1922    IRGEE
4 
International 
Geographical 
Congress 
Annually Eurogeo 3 8 Figure 4.5 366 Figure 4.5 Free 
CGB 1968    
Journal of 
Higher 
Education in 
Africa 
IGU 
Own workshop Quadrennial 
Commonwealth 
Foundation, 
IGU 
2 10 Figure 4.6 295 Figure 4.6 Free 
Eurogeo 1979    
European 
Journal of 
Geography 
RIGEO5 
Own conference Annual Herodot 1 7 Figure 4.7 153 Figure 4.7 
€40 
individual 
€100 
institution 
 
 
                                            
3 Online Social Networking 
4 International Research in Geographical and Environmental Education 
5 Review of Geographical Education Online 
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Table 4.1 cont.: TNLT characteristics 
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INLT 1999    JGHE 
AAG 
IGU 
Own workshop 
Bi-annually AAG 1 2 Figure 4.8 65 Figure 4.8 Free 
Herodot 2002    Own books Own conference Annually 
European 
Commission 
IGU 
Eurogeo 
1 1 Figure 4.9 197 Figure 4.9 Free 
GFDA 2002     Own workshop Annual 
Canadian 
Association of 
Geographers, 
AAG 
0 2 Figure 4.10 294 Figure 4.10 Paid 
CGGE 2003    
IGU-CGE 
INLT 
NCGE 
NSF7 
Own workshop Annual Bi-annually AAG 0 3 Figure 4.11 231 Figure 4.11 Free 
Giraffe 2009       
Commonwealth 
Foundation, 
IGU 
1 1 Figure 4.12 10 Figure 4.12 Free 
Source: TNLT websites
                                            
6 Online Social Networking 
7 National Science Foundation 
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email updates.  One-year membership is priced at $95, students at $30 and life 
membership at $1,500.  Benefits of being a paid member of the NCGE include 
receiving publications and access to archived issues as well as resources, 
access to members only webpages that include career notifications and contact 
with a professional community.  The webpage promotes a new Member Fuse 
networking site available to members who wish to connect with colleagues with 
similar interests.  This current membership pricing structure is interesting to see 
as cached webpages reveal that free membership to the NCGE has been 
phased out within the last three years.  Previously, the NCGE was funded 
through charitable donations and cites 2009 as a particularly difficult year with 
annual gift contributions from members usually amounting to $5,000.  Most of 
this fund is designated for the 21st Century Fund but if more money had been 
available for the NCGE to use, membership services would have been used to 
produce a state-of-the-art website, Perspective is still printed in hard copy and 
has retained several creative freelance editors to help with the new World’s 
Greatest Geography Lessons product.  There has been a change within the 
organisational structure of the NCGE from a less formal network to a more 
formal membership payment configuration.  The income from the membership 
fees has revealed a much more user-friendly website with greater information 
and contemporary graphics.  There are four persons listed on the Contact Staff 
page of the website from Director of Operations to Program Manager, 
suggesting that the network has paid employees rather than volunteers.  The 
NCGE’s website facilitates membership to a USA based TNLT that does have 
members from countries worldwide however the NCGE is using online 
communication to facilitate communication between geographers that may not 
be able to attend the face-to-face conferences, consistently held in the USA.  
The use of Facebook and Twitter to share small, up-to-date information shows 
how TNLTs can use new technologies to contact geographers despite 
geographical location.   
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IGU-CGE (International Geographic Union – Commission on Geographical 
Education) 
 
www.igu-cge.org/index.htm  
 
The IGU is one of the world’s oldest international geographical societies with 
the first International Geographical Congress held in Antwerp in 1871 leading to 
the subsequent establishment of the organisation in Brussels in 1922.  Within 
the IGU there are 34 commissions covering all aspects of the geographical 
discipline and as such one of these is the CGE.  The purpose of the CGE is to 
promote geographical education globally in university with activities such as the 
publication of the journal International Research in Geographical and 
Environmental Education (IRGEE) which is published four times a year and 
promotes international interest in geographical education and encourages the 
international dissemination of research in geographical education.  Newsletters, 
annual reports, conference papers and proceedings as well as publications 
from 2000- 2006 are available on the website to download.  2012 is the year of 
the 32nd International Geographical Congress to be held in Cologne and the 
CGE has a pre-congress meeting in Freiburg.  Each of the face-to-face 
meetings provides focused geographical education sessions as well as 
opportunities to interact with colleagues from around the world.  The members 
of the IGU-CGE board comprise academics from institutions all over the world 
filling Chair, Secretary and Treasurer as well as past members embracing 
Honorary Member roles.  Interestingly, the CGE is the only IGU commission 
which is regionalised as the British Sub-Committee.  www.igu-cge-uk.webs.com  
The website shows that the most recent face-to-face Research Forum event to 
be held by the CGE British Sub-Committee was in 2011, another was held in 
2009.  London will hold the 2012 meeting again. 
 
CGB (Commonwealth Geographical Bureau) 
 
www.commonwealthgeography.org  
 
The CGB was established at the International Geographical Congress in Delhi 
in 1968 and is supported by and operates under the umbrella of the 
Commonwealth Foundation based in London.  Some 300 geography 
departments and faculties within universities in the 58 Commonwealth countries 
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are represented by the CGB.  Objectives of the Bureau according to the 
website are the promotion and practice of geography especially in the 
developing countries of the Commonwealth as well as the dissemination of 
information, exchange of staff between countries and facilitation of capacity 
building workshops.  Past face-to-face workshops in 2005 were held in Penang, 
Malaysia; Colombo, Sri Lanka and Dhaka, Bangladesh in 2004.  However there 
was a workshop held in South Africa in 2009 as well as the quadrennial 
meeting that takes place at the IGU Congress. The last two meetings in Tunisia, 
2008 and Cologne, 2012 have not been updated on the website.  The 
Geography Departments at Flinders University, Australia; University of Otago, 
New Zealand; the National University of Singapore and the University of Cape 
Town in South Africa are listed as departments to contact for further CGB 
information.  A publication of interest for CGB participants is the Journal of 
Higher education in Africa as well as a newsletter that is produced annually, the 
most recent being from 2010 and is distributed to around 250 departments on 
the mailing list.  One of the main problems facing the CGB is the distribution of 
the paper-based newsletter which sends information and knowledge about the 
CGB activities to geography departments in some of the poorer regions of the 
world that have inconsistent, if any access to the Internet.  The website does 
not suggest that there is any membership fee and so funds have been built up 
over the past years with grants from the Commonwealth Foundation funding 
core activities such as the cost of the paper-based newsletter.  President, 
Treasurer and Secretary are based in Australasia, Europe and the Americas 
respectively, with Members for regions based in West Africa, Southern Africa, 
East Africa, South Asia, Southeast Asia and Australasia and the Pacific.  Of all 
of the TNLTs, the global spread of organising members is the most even with 
all world regions represented.  Although this TNLT covers the globe with 
regional representation, the dispersed network is problematic in that the 
committee has never met as a group and so paper based contact was the main 
method of communication prior to email and the web.  In fact, the CGB did not 
have a website until 2006 and so this highlights the way the network has been 
run over the past few decades with virtual communication not figuring as 
prominently in its priorities. 
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Eurogeo (European Association for Geographers) 
 
www.eurogeography.eu  
 
Founded in 1979, Eurogeo is a non-governmental, non-profit scientific and 
educational society legally based under Belgium law that networks geographers 
from all walks of life and organisations who are interested in the practice of 
geography.  The Commission of European Communities initiated a meeting of 
representatives of associations of geography teachers to initially provide a 
forum for the discussion of matters that concerned teaching in Europe.  
However in 2008 Eurogeo changed its target audience to embrace all those 
concerned with geography.  For more than 30 years Eurogeo has contributed to 
the advancement of geography in Europe and has members from more than 25 
countries.  At the 2002 conference in Portugal, Eurogeo elected its first 
President and established a Steering Group.  Membership can be on an 
individual or organisational basis and is €40 per year and €100 per year 
respectively.  Individuals benefit from joining by receiving one free publication, 
regular monthly electronic newsletters (archived since September 2010), 
access to the European Journal of Geography and access to the web 
community.  Face-to-face annual conferences have been held every year since 
2001 with the exception of 2002, with a seminar in 2010 and a GIS workshop in 
2011.  Eurogeo and RIGEO (Review of International Geographical Education 
Online) have announced a close working partnership recently connecting this 
professional society with an online journal.  The online format that Eurogeo has 
used, continues with the advertising of a Twitter account @karldonert, with 199 
presently following and the group’s LinkedIn account, which currently has 400 
contacts.  The Presidium includes a President, Secretary General, Treasurer 
and up to five Vice Presidents with various responsibilities from the UK, the 
Netherlands, Belgium, Germany, Turkey and Republic of Ireland.   
 
INLT (International Network for Learning and Teaching Geography in 
Higher Education) 
 
www.geog.canterbury.ac.nz/inlt  
 
The INLT was established in 1999 at the International Symposium for Learning 
and Teaching Geography in Higher Education held in Honolulu.  The website 
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states that since then face-to-face meetings have been held regularly at AAG 
annual conferences and at IGU Congresses with workshops at the IGU 
Congress in Glasgow, 2004; IGU Regional Congress, 2006 and at the AAG in 
Washington D. C. 2010 to name a few.  The outcomes from these workshops 
have been published in the Journal of Geography in Higher Education in 2006, 
2008 and 2011.  The INLT will be holding sessions within the AAG meeting in 
2012 as well as holding a workshop in Bangalore, India later in 2012.  
Publications by INLT organisers as well as participants are shown on the 
website as well as past event photographs and stories.  Geographers wanting 
to participate in the INLT can join a listserv to receive regular emails.  The INLT 
supports the AAG Centre for Global Geography Education as well as the UK 
Higher Education Academy’s Subject Centre for GEES (Geography, Earth and 
Environmental Science).  Co-chairs form the organising body for the network 
with academics based in the UK, New Zealand and the USA and within the last 
three years the UK chair has changed to a female academic, the first in the 
INLT’s history.   
 
Herodot (Thematic Network for Geography in Higher Education) 
 
www.herodot.net  
 
Co-ordinated from Liverpool Hope University by two people since 2002 until its 
expiration in 2009, Herodot was a thematic network for geography in higher 
education with more than 220 members from around the world with the network 
having aimed to improve the quality of geography in Europe.  Membership was 
open to all organisations, not individuals, with an interest in geography and 
whilst the network originated with European organisations, Herodot eventually 
encouraged membership from all around the world.  Benefits of free 
membership to Herodot included access to geographers in more than 40 
countries as well as free copies of all new Herodot publications.  Somewhat 
differently to other TNLTS, members were supported by the European 
Commission to attend networking meetings, workshops and conferences 
through grant monies and European members received grants for travel, 
accommodation and subsistence.  Herodot was about improving the quality of 
European higher education engaging academics in the importance of teaching.  
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Herodot organised 18 face-to-face meetings over six years combining with 
other conferences such as the IGU Congress and Eurogeo.  Although Herodot 
has ceased its day-to-day running, the website is still available and books and 
proceedings are available to view as well as archived newsletters.  A third 
proposal for funding was submitted for the phase 2010-2013 but this was 
unsuccessful although this information has not been updated on the website 
and so the last newsletter to be published was issued in 2009.  This newsletter 
informs the members that the website will be changing appearance with the 
addition of a search engine to help find documents and gain access to the 700 
presentations and publications available.  This gives the impression that the 
website will become more of an archive page with less communication and 
more access.  The website and community will continue to operate until 2012 
as members continue to use the community pages using the software platform 
Moodle for communication.  
 
GFDA (Geography faculty Development Alliance) 
 
www.colorado.edu/geography/gfda/gfda.htm  
 
The GFDA is a long-term broad based network to improve the learning and 
teaching of geography in higher education with the aim of providing early career 
faculty and advanced doctoral students with theoretical and practical knowledge.  
The objectives of the GFDA are to help geographers understand the 
fundamental interconnections between teaching and research and to advance 
the scholarship of teaching and learning across the discipline.  The first 
workshops were in 2002 with funding from the US National Science Foundation, 
with two workshops per summer while the funding lasted from 2002 to 2007.  
Now just one workshop per summer runs, as participants are required to cover 
the cost.  The 2012 workshop will be held at the University of Colorado at 
Boulder, USA.  A flyer, typical of the one below is distributed at least twice over 
4-5 months to departments in North and South America through specialty 
groups such as the Canadian Association of Geographers and others set up for 
Chinese students and scholars.  There have been over 400 early career 
participants in the summer workshops and more than 40 senior staff involved 
as leaders, hundreds of people involved in workshops, panels and paper 
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sessions at the AAG national and regional meetings.  Since 2010, participants 
have paid for the workshop with the AAG underwriting the finance and 
accounting by collecting and dispersing the funds from registration through a 
web-based payment system.  The GFDA communicates with its participants 
through a listserv but it was difficult to maintain as early career staff change 
email frequently and so separate email lists have proved a better method.  The 
GFDA has a Facebook page as well as a space to post materials at San Diego 
University.  The GFDA is currently organised by two academics based in the 
USA.  The organisers are currently in the process of organising the GFDA as 
an Association of American Geographers affinity group, probably with the title 
‘Early Careers Geographers’ since it will be for both academic and non-
academic geographers.   
CGGE (Centre for Global Geography Education: Internationalising the 
Teaching and Learning of Geography) 
 
http://www.aag.org/cgge  
 
The CGGE offers a variety of educational resources and professional 
development opportunities for higher education staff.  Since 2003, the CGGE 
has built up a collection of online modules for undergraduate courses in 
geography with all of the CGGE modules developed collaboratively by 
geographers from different countries (Figure 4.1).  The modules are designed 
to complement the learning objectives and help students learn geography by 
acquiring an international perspective.  CGGE workshops are held several 
times a year at academic conferences and with additional support from the 
National Science Foundation, the AAG has offered week-long regional 
workshops designed to produce geography educational networks in different 
world regions, most recently in Chile, 2007; Tunisia, 2008; Puerto Rico, 2009 
and Singapore, 2010.  Partners of the CGGE include amongst others the IGU-
CGE, the INLT and the NCGE whilst receiving support from the National 
Science Foundation.  The CGGE is directed by three academics based in the 
USA.   
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GIRAFFE (Geographical Information Research and Future-Facing 
Education) 
 
www2.le.ac.uk/departments/beyond-distance-research-alliance/projects/giraffe  
 
www.giraffewiki.org.uk  
 
The GIRAFFE project based at the University of Leicester is the most recent 
having been set up in 2009/2010.  GIRAFFE is different to the other TNLTs 
within this study as although it is a TNLT that connects geographers, the 
SPLINT (Spatial Literacy in Teaching) CETL (Centre for Excellence in Teaching 
and Learning) aims to foster a network of practice through the platform of a wiki.  
Of all of the nine TNLTS, GIRAFFE is the only TNLT to use the online platform 
of a wiki (a website that supports creating and editing pages via a web browser 
whose users can add, modify or delete contents using a simplified system) as 
the basis of its networking.  GIRAFFE facilitates the sharing of teaching and 
learning resources amongst professionals in Geography and specifically 
investigates the impact of wiki technology in the generation of content for 
learning and teaching purposes.  GIRAFFE enables and supports the 
production of and sharing of educational resources drawn from teaching and 
learning materials from higher education institutions in the UK and other 
countries.  The wiki is a collaborative initiative within the community and 
practitioners in the UK, USA, Australia and other countries and there are 
currently 85 articles uploaded to the website.  Lecturers, researchers, PhD and 
MA students with or more importantly without experience in generating learning 
and teaching material for the web are encouraged to contribute as technical 
help is available by emailing one of the GIRAFFE team.  As the wiki is an open 
access website all materials included on the wiki must be copyright cleared 
which may be off-putting for potential participants to contribute to this network 
of practice.  The GIRAFFE team are composed of a lecturer and research 
associate that facilitate the day to day running of the wiki and network.  This 
particular TNLT is different in many ways to the other more established 
networks as there is very little if any contact between and amongst the 
contributors to the wiki however, there may be many more participants within 
the network as geographers access the learning and teaching materials 
available on the wiki.  As there is no record of the actual number of participants 
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that access the wiki it is problematic to assess the impact of the open access 
nature of materials for geographers.  Virtual admittance to the website allows 
anyone globally to look through the wiki and so the GIRAFFE project is adding 
to the number of TNLTs that are available to anyone who has access to the 
Internet, despite geographical location around the world.   
 
A common theme to emerge from the research on the TNLTs’ histories is that 
the founding geographers of all of these TNLTs are men.  Women feature much 
later in the networks organisational background.  Although women have often 
been excluded from the written histories of geographical societies, their 
presence within geographical knowledge production should not be 
underestimated (Maddrell, 2009).  Although women were also not officially 
involved in the founding of the TNLTs, even when looking at the more modern 
inceptions, women’s presence is felt in the current organising committees of 
contemporary TNLTs and in the participation bodies.  There are four 
commonalities between the TNLTs namely, face-to-face events; publication 
affiliations; and promotion.  There are also differences between the TNLTs that 
are discussed later in this section.  Firstly, a key aspect of all but one of the 
TNLT’s (Giraffe, as it is a wiki-based network) annual calendars is the face-to-
face meeting.  The two European-based TNLTs of Eurogeo and Herodot have 
held their annual conferences, workshops and events just in Europe.  These 
two TNLTs have been prolific in organising on average at least three face-to-
face events between them every year.  The European Commission has 
previously funded face-to-face events for Herodot members covering travel and 
accommodation.  The USA based TNLTs such as GFDA and NCGE have also 
held annual conferences and these have been organised in USA locations.  
Conversely, the INLT, the IGU-CGE and the CGGE have held their face-to-face 
events over various continents.  This may be because of their use of organising 
face-to-face events to coincide, pre or post, with large annual conferences such 
as the Association of American Geographers (AAG) or the International 
Geographical Union (IGU).  The CGGE and the CGB are different in that they 
hold face-to-face events but tend to offer one-off workshops, steering away 
from annual conferences.  Because of this type of organisation, these TNLTs 
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have held events in Asia, South America and in Africa, none of which any of the 
other TNLTs have done.   
 
A second common aspect to the TNLTs (again except for Giraffe, due to its 
wiki-based platform) is that of publication.  TNLTs produce either their own 
newsletter such as the CGB and the IGU or, which is more common, affiliate 
themselves with an already available peer-reviewed journal.  Publications that 
cross-over affiliations amongst TNLTs include International Research in 
Geographical and Environmental Education (IRGEE), Review of International 
Geographical Education Online (RIGEO) and the Journal of Geography in 
Higher Education (JGHE).  Affiliations with publications such as these provide 
an outlet for outcomes of the face-to-face events.  An example of this is the 
INLT’s writing groups that are held biennially.  Unusually, the NCGE produces 
its own journal called the Journal of Geography which is published six times a 
year.  The CGB is also unusual in that it is the only TNLT that still posts a hard 
copy of the newsletter to geography departments around the Commonwealth.  
This is a logistical decision that has been made by the organising members as 
the departments to which the newsletter is sent do not necessarily have 
continuous access to the Internet and so paper-based correspondence is still 
required, and desired, in some cases.   
 
Thirdly, TNLT organisers seek affiliations with other geographical societies or in 
some cases, other TNLTs.  For example, there are organisers of TNLTs that 
also sit on the editorial boards of journals and are on committees of 
geographical societies that use such connections to network.  The NCGE 
affiliates itself with the AAG as does the INLT and CGGE, whilst the CGGE 
includes amongst its other partners, the National Science Foundation as does 
the GFDA.  European-based TNLTs, Eurogeo and Herodot regularly cite each 
other as affiliates.  In researching the TNLTs organisations, there seems to be 
an occurrence of the term, or what in business literature is called a ‘boundary 
spanner’.  A ‘boundary spanner’ in a business sense is someone who forms 
strategic alliances, working partnerships and networks with other businesses 
(Williams, 2002).  Therefore, it is useful to use this concept in this thesis as a 
term for the geographers who have an interest in many areas of TNLT 
 105 
 
organisation.  Many organising members of the TNLTs have been either 
historically or currently involved in more than one TNLT and as such 
information is passed amongst and between TNLTs and members. 
 
Fourthly, promotion of TNLTs is commonly carried out through online 
communication by all the networks.  All of the nine TNLTs have websites with 
the CGB being the last TNLT to have a website created in 2006.  The web 
pages facilitate opportunities to advertise current events, call-for-papers for 
conferences, current members’ work and forthcoming projects.  Although there 
is a common theme of web-based communication, the TNLTs range in activity 
on the web from very little day-to-day input, to daily additions to the websites, to 
sending out emails over listservs.  Newer, Web 2.0 technologies such as online 
social networking which is generally on Facebook, LinkedIn and Twitter is 
where differences begin to appear between the TNLTs.  Giraffe is not only the 
most recently established TNLT, but it is the only network to use a wiki in its 
technology.  However, it is the oldest TNLT, the NCGE that has embraced the 
use of Facebook the most with daily additions to the online social network.  
Eurogeo regularly uses Twitter as a communication medium. 
 
There are two main differences between the TNLTs, the first is the use of 
technology to facilitate virtual meetings.  Only the INLT has offered remote 
participation at a face-to-face event.  In 2012, at a meeting in India, participants 
not able to travel to South Asia were encouraged to participate online.  Also, the 
NCGE, unusually for a TNLT, runs a Webinar programme which consists of a 
live series of seminars.  It is as the website states ‘the geography conference 
that lasts all year long!’  The second difference between the TNLTs is the 
geographical location of the organisers and the participants (Figures 4.4–4.12).  
A common pattern that can be seen in all of the maps is that there is a constant 
presence of either organiser or participant in the UK and the USA.8  Australasia 
too is represented in eight of the nine TNLTs. 
 
                                            
8 The exception is the NCGE where no participant data was collected 
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Figure 4.4: NCGE: geographical locations of organisers and participants 
Legend 
NCGE organiser 
NCGE participant 
 107 
 
 
 
 
Figure 4.5: IGU-CGE: geographical locations of organisers and participants 
Legend 
IGU-CGE organiser 
IGU-CGE participant 
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Figure 4.6: CGB: geographical locations of organisers and participants 
Legend 
CGB organiser 
CGB participant 
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Figure 4.7: Eurogeo: geographical locations of organisers and participants 
Legend 
Eurogeo organiser 
Eurogeo participant 
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Figure 4.8: INLT: geographical locations of organisers and participants 
Legend 
INLT organiser 
INLT participant 
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Figure 4.9: Herodot: geographical locations of organisers and participants 
Legend 
Herodot organiser 
Herodot participant 
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Figure 4.10: GFDA: geographical locations of organisers and participants 
Legend 
GFDA organiser 
GFDA participant 
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Figure 4.11: CGGE: geographical locations of organisers and participants 
Legend 
CGGE organiser 
CGGE participant 
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Figure 4.12: Giraffe: geographical locations of organisers and participants 
Legend 
Giraffe organiser 
Giraffe participant 
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The two European–based TNLTs of Eurogeo and Herodot have differing 
participation patterns.  Whereas Eurogeo has an almost exclusive European-
centred participant base, Herodot has a much more global participation.  There 
may be many reasons for this, but perhaps, as Herodot was founded 23 years 
after Eurogeo there was a conscious effort to make Herodot, as a European-
based TNLT, different to Eurogeo by increasing its geographical reach, 
facilitated by online technology and communication.  Interestingly, where there 
has been an organic growth to the network, organisers are based in Anglo-
America countries.  What is meant by this, is for certain TNLTs such as the 
IGU-CGE and the CGB, as part of their remit, for example, organisers have to 
be strategically placed in a global region or area respectively to represent that 
part of the world.  Therefore organisers are spread more strategically 
throughout the globe.   
 
4.4 Conclusion 
 
This chapter has aimed to contribute to an understanding of where TNLTs sit 
within a chronology of international academic networking practice.  The first part 
considered a brief exploration of informal networking such as the Republic of 
Letters and geographical societies up until the 20th century that forms part of a 
wider historical perspective on academic networking for learning and teaching.  
Over two decades ago, geographers began to take into account far more 
seriously the various networks within which geographers have operated 
(Livingstone, 1992, p26).  The second part aimed to give a précis for each of 
the nine TNLTs, exploring the TNLTs’ similarities and differences and mapped 
the global locations of organisers and participants. Drawing upon bodies of 
literature such as histories of geography and wider histories of geographical 
societies, three broad categories of informal networking, formal networking and 
societies were considered.  Geographical societies formed in the 19th century 
were part of a wider movement within education towards the institutionalisation 
of the geographical discipline and more formal connections between academics.  
Learning and teaching, although recognised as important within geography, 
was only a minor activity alongside exploration and colonial interest (Powell, 
2012).  Prior to the 20th century, learning and teaching was considered as just 
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one of many objectives within societies such as the RGS by individuals such as 
Mackinder and Keltie.   
 
Past literature has drawn upon the fact that within education, women have often 
been hidden within the role as teacher.  Strober and Tyack (1980) stated that 
within the school education system, men were more likely to be headmasters 
and women were more likely to be teachers.  Also, women have only 
occasionally been mentioned in education, and even then only as teachers 
within discussions on learning and teaching (Stoddart, 1980, p192).  However, 
more recently, women and their work within the geographical discipline have 
been given greater recognition.  Maddrell (2009) highlights how although the 
relationship between women and the RGS was often problematic, the first 
cohort of women only being allowed to join in 1913 (almost a century after its 
foundation), women have been interested in geographical societies and fought 
for participation for decades.  Women within geography have often been hidden 
within the formal histories of geography, despite their presence and desire to be 
involved (Maddrell, 2009).  Currently, women are more visible within TNLTs 
than they were in past societies however, they are more involved in 
participating rather than in organising.   
 
Formal learning and teaching networking spaces found a much more stable 
foundation as early as the beginning of the 20th century with the first TNLT 
being founded.  TNLTs have been forming and organising academic networking 
throughout the 20th century and into the 21st century.  This thesis argues that 
the weak ties that sustain networks, sometimes described as invisible colleges 
(Crane, 1972) are strong and the diffusion tracks for ideas (Capel, 1981) and 
not weak as some have led us to believe (Lochhead, 1981).  This study’s 
empirical findings support this argumentation by revealing how knowledge is 
reciprocated through, most often temporary face-to-face tacit exchanges as well 
as remote and sometimes, solely, digital communication.  Burke’s (2012) recent 
classification of four ages of communication systems highlights how weak ties 
sustained the Republic of Letters and are evident in contemporary networks.  
Thus demonstrating how virtual communication was just as prevalent in the 
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early modern period as it is today.  Despite current technology, it is the tacit and 
face-to-face exchanges that are still important for academic networking. 
 
The second part of this chapter discussed the TNLTs as they are today, their 
similarities, their differences and the geographical locations of organisers and 
participants.  Four themes of similarity can be drawn between the nine TNLTs, 
face-to-face events; publication; affiliations; and promotional activity.  The four 
sub-categories reflect the use of the face-to-face event to meet and the utility of 
electronic communication to publish in online journals and promote themselves 
as academic networks for learning and teaching.  A review of the TNLTs and 
their organisation reveals how interlinked the TNLTs are and is arguably the 
result of individual’s boundary spanning behaviour.   
The quote below highlights the logistical challenges of organising a group of 
geographers in the 20th century, yet perhaps it resonates with TNLT organisers 
today. 
 
‘Since the majority of geographers are poor in worldly goods, the 
societies are correspondingly poor.  They cannot maintain either 
collections of any consequence or paid staffs.  While the intellectual 
bonds that unite their members are stronger than in the layman’s 
societies, their facilities for producing publications are far less substantial.  
Whatever work they do must be done almost entirely by the members 
themselves as a labour of love’ 
 
(Wright, 1952, p551). 
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5. 
 
MOTIVATIONS TO ENGAGE IN NETWORKS FOR 
LEARNING AND TEACHING IN GEOGRAPHY 
 
5.1 Introduction 
 
Transnational Networks for Learning and Teaching (TNLTs) in Geography 
provide both online and face-to-face opportunities for geographers to network.  
There are nevertheless different motivations for geographers to participate in 
them.  This chapter considers these varying motivations in order to improve our 
understanding of international academic networking practices. 
 
This chapter is the second of five empirical chapters within this thesis and 
includes data from both questionnaires and interviews.  The chapter is split into 
three sections, each discussing one of the main motivations that geographers 
have to engage with a TNLT.  The first section considers the most important 
motivations emerging from this study, namely, an intrinsic interest in learning 
and teaching; the second section explores the motivation to network by creating 
international linkages through engagement; and the third section discusses the 
desire to produce publications and gain career promotional credentials.  As the 
reasons why individuals decide to actively participate in virtual knowledge 
networks have been in general not well understood (Wasko and Faraj, 2000), 
the following three sections will add to two bodies of literature, namely the 
motivations for geographers to network for academic collaboration and 
knowledge exchange and the role of virtual knowledge networks in higher 
education. 
 
5.2 Intrinsic interest in learning and teaching 
 
This first section explores the motivation of geography academics to engage in 
TNLT activity through their intrinsic interest in learning and teaching.  Despite 
academics having three main commitments within their academic career, 
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teaching; research; and administration, a fundamental interest in learning and 
teaching is one of the motivations to participate in TNLTs.   
 
A love for teaching and a passion for better learning within teaching practices 
are revealed to be fundamental to many TNLT participants’ motivations. 
 
My motivation is an enjoyment in learning and teaching both as a 
teacher and student (Q114) 
 
I love geography and I love the opportunity to teach future geography 
teachers (Q69) 
 
I love to learn and I want to be the best teacher I can be (Q80) 
 
Elaborations on such learning and teaching passion are found within the 
interviews thus highlighting a need for TNLTs to continue to bring together 
those geographers who share an inherent interest in learning and teaching. 
 
Part of it was to network with a group of like-minded people who are 
interested in learning and teaching, it’s very easy to find people who are 
interested in research but to find a group interested in the pedagogical 
stuff and move it forward…that was the reason to join (I36) 
 
It could be argued that all of the respondents within this study have an inherent 
interest in learning and teaching.  However, some respondents talked more 
frequently and also placed a much greater emphasis on this interest in their 
responses than others.  Thus, this inherent interest in learning and teaching can 
be categorised into four main themes that have emerged, namely, enhancing 
scholarship of learning and teaching; exchanging teaching resources; sharing 
information; and gaining new ideas and innovation.  Under the over-arching 
motivation of having an intrinsic interest in learning and teaching, all four of 
these aspects can be considered to be both individualistic and collectivistic 
motives, which are not mutually exclusive. 
 
5.2.1 Enhancing scholarship 
 
The philosophy of learning and teaching is the first of the four sub-motivations 
for geography academics who have an intrinsic interest in learning and teaching.  
Revealed within the findings are highly passionate geographers who see 
teaching as essential to their identity within their institution.  The respondents 
  120 
below reveal a desire for learnedness of learning and teaching and endeavour 
to find better ways of teaching. 
 
Teaching is part of my job and an enjoyable part, however it is always 
possible to improve our practice and these networks are provocations to 
better teaching practice (Q72) 
 
I am motivated to feel intellectually stimulated by teaching (Q87) 
 
My personal commitment to improving pedagogy (Q117) 
 
The motivation to intellectualise learning and teaching can be explored further 
by looking at variables such as geographical location within the survey data 
(Table 5.1).  There are systematic differences between those geographers 
based in native English-speaking countries and those based in non-native 
English-speaking countries in their motivations to intellectualise learning and 
teaching.  This suggests that motivations to engage in a TNLT may be 
influenced by geographical location and therefore associated factors such as 
the education system and curriculum.  For example, differences in learning 
styles of both academic and student may have an impact on or level of interest 
in learning and teaching and as such are often related to individual higher 
education systems and national curricula (see, for example, Kolb et al, 2000; 
Kolb and Kolb, 2005).  A comparison of students from Asian and Australian 
backgrounds highlights how significant differences in learning style preferences 
affect approaches to curriculum and therefore teaching (Ramburuth and 
McCormick, 2001).  Thus, cultural variations arguably have an effect upon the 
emphasis placed by the academic on the scholarship of learning and teaching.  
This study’s findings reveal that those TNLT participants based in non-native 
English-speaking countries are more motivated to participate than their 
colleagues based in English speaking countries for intellectualising, learning 
and teaching practice.  Therefore, it may be assumed that what is considered to 
be enhancing learning and teaching practice in one nation, may not be 
considered as important in another. 
 
Gender has been cited as a useful factor in exploring pedagogical scholarship 
in higher education (Jacobs, 1996).  In contrast, Lueddeke (2003) argued that 
there were few significant variables, such as gender, to be found between 
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Table 5.1: Intrinsic interest in learning and teaching (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
M
ot
iv
at
io
ns
 to
 p
ar
tic
ip
at
e 
in
 T
N
LT
s 
General 
networking 54 53 50 39 55 56 44  76* 59 50 56 49 55 117 
Intellectualise 
learning and 
teaching 
41 35 35 39 35 39 30   55** 47  30**** 39 33 39 117 
Learn new 
learning and 
teaching 
practices 
53 48 50 61 50 39 47 55 57 46 51 49 53 117 
Exchange of 
teaching 
resources 
42 52 46 67 47 44 33 76* 49 46 46 49 48 117 
Keep updated  48 47 42 50 43 57 34 74* 51 44 48 46 48 117 
Feel part of a 
group 42 43 46 50 40     39*** 33 63** 41 44 42 46 44 117 
Created a TNLT 0   35* 15 18 14     0**** 12 20 10 16 12 20 13 117 
Exchange of 
ideas 46 60 52 61 48 61 36  87* 55 52 51 58 54 117 
Institutional 
encouragement 27 24 23 23 26 26 20     36**** 27 24 25 26 26 117 
Total (n) 59 58 48 18 58 18 77 38 51 66 84 33   
Source: Questionnaire data 
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academics’ motivations to enhance the scholarship of learning and teaching 
practice within the UK.  More specifically, gender is mentioned as not appearing 
to play a major role (Lueddeke, 2003).  This thesis concurs with the more 
recent findings of Lueddeke (2003) in that gender plays no significant role 
regarding the motivations of geographers to participate in learning and teaching 
exchanges.  Although more women than men in this study responded that a 
motivation to participate was to intellectualise learning and teaching, the data 
was not statistically significant.  
 
However, gender does make a significant difference when creating a TNLT.  
Male geographers are more likely to create a TNLT than women.  This 
suggests that although there may be similar motivations for participating in 
TNLTs between the sexes, male geographers are involved in the creation of 
networks more often than women geographers.  Women, it has been suggested 
are disadvantaged within higher education, not by a lack of access but by a lack 
of opportunity (Jacobs, 1996).  Kulis and Sicotte (2002) argued more recently 
that women scientists in academia have been shown to be less geographically 
mobile than men.  The academic world of females tends to be less international 
than that of their male colleagues and beyond the age of 35 years old, women 
tend to be less integrated internationally than their male counter-parts (Jöns, 
2011).  This literature helps explain why men, more than women TNLT 
participants, are more likely to create networks and not just participate in them. 
 
5.2.2 Exchanging teaching resources 
 
Individualised teaching is no longer adequate within an environment of 
globalised higher education curricula (Bradford, 1996) and so a more collectivist 
attitude has been required in order to maximise the potential of learning and 
teaching practice.  Teaching resources that are shared within TNLTs 
incorporate ideas on the use of new technology and software as well as more 
traditional material on best practice in the classroom and in the field.  However, 
the increasing use of information and communication technologies (ICT) is 
changing the way that teaching resources are created, shared and exchanged 
amongst geographers both online and face-to-face.  TNLTs provide both the 
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physical and virtual space to facilitate production and dissemination of new 
teaching resources.   
 
Some geographers are motivated to engage in TNLTs because of the potential 
to gain new and previously un-sourced teaching resources. 
 
Transparency between participants means good access to shared 
resources (Q129) 
 
Access to useful information about projects and resources (Q45) 
 
Availability of help and support, lots of resources (Q39) 
 
Online communication facilitates the exchange of electronic teaching resources 
and face-to-face meetings provide opportunities to exchange physical teaching 
resources.  Online pages, such as those facilitated by CGGE or Giraffe (see 
Chapter 4), are often used as repositories, only accessible to members 
generally, for teaching resources. 
 
For those geographers based in non-native English-speaking countries, the 
exchange of teaching resources is seen more often as a motivation to engage 
in TNLTs than for those in native English-speaking countries (Table 5.1).  There 
are perhaps three reasons for this finding.  Firstly, previous work confirms that 
non-native English speakers aim to access the academic ‘core’ to gain 
international teaching resources (see, for example, Paasi, 2005).  Secondly, 
significant data highlights a lack of opportunity to exchange teaching resources 
in participant’s first language networks.  From a UK perspective, for example, 
there are systems in place for academics such as probationary periods and 
training courses, to exchange teaching resources.  Thirdly, it is conceivable that 
there are few opportunities to exchange teaching resources on an international 
scale, suggesting that TNLTs are spaces to do so.   
 
Although the Internet provides an arguably accessible repository for teaching 
resources (Prensky, 2001), the motivation to exchange teaching resources is 
problematised by individualistic and collectivistic tendencies (Katz et al, 1973; 
Posey et al, 2010).  For some, the exchange of teaching resources is a difficult 
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step as resources built up over a career retain personal importance.  
Idiosyncratic individual needs to possess original teaching resources are set 
against collectivist desires to share and exchange material. 
 
I think people behave in an old-fashioned way, especially if you are an 
academic who feels that they have invested a lot of time and energy in 
developing teaching resources so it’s also to do with the tradition of how 
you use your teaching resources as well.  Usually you create them and 
you use them in your classroom and then there is one hurdle if you like 
for sharing or making them available on a virtual learning environment, 
then making it even more widely available is another barrier, a 
psychological barrier (I4) 
 
Such problematic attachment to teaching resources may suggest a 
generational factor to the exchange of teaching resources.  For example, as 
suggested in the quote above, an unwillingness to share one’s teaching 
resources is deemed as ‘old-fashioned’.  In fact, studies such as Ardichvili et al 
(2000, p101) cite competition as an explanation as to why many academics do 
not want to share the expertise they have built up over many years.  However, 
this study finds little evidence to suggest that differences between generations, 
such as age or career stage, impact on the motivation to engage with a TNLT 
for exchanging teaching resources.   
 
5.2.3 Sharing information 
 
Much has been written about scholars’ information seeking behaviour in the last 
few decades and how it is affected by the networks in which they are involved 
(Haythornthwaite and Wellman, 1998, p1102).  Information seeking and sharing 
behaviour varies between academics for many reasons, these often include 
differing attitudes towards one’s own engagement in a network and satisfaction 
with others in a network (Lin et al, 2012).  However, networks often increase 
information sharing behaviour through encouragement (see, for example, Bartle 
et al, 2012) which in turn improves learning, innovation and understanding (see, 
for example, Walton, 1989; Malone and Rockart, 1991; Nickerson, 1992).  
TNLTs facilitate spaces both online and face-to-face where information can be 
shared. 
 
It is an easy way to have and share information (Q52) 
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Sharing of ideas, even if only by email particularly as I am no longer a 
‘front line’ geographer, it helps keep me in touch with my discipline (Q74) 
 
Information sharing over email in the quote above is problematised, similarly to 
exchanging teaching resources, by factors of self and community interest.  
Individualistic and collectivistic tendencies affect information sharing behaviour 
in CoP (Wasko and Faraj, 2000).  For example, individual and self-interest 
behaviour occurs when knowledge is seen as rewarding to the individual and 
can build status and reputation.  However, when knowledge is seen as 
reciprocal, collective behaviour is observed (Wasko and Faraj, 2000, p158).  
Virtual networking is most often cited within the interviews as a way to share 
information with other TNLT participants.  The rapidity of online communication 
is altering the way that geographers are sharing learning and teaching 
information. 
 
Virtual networks…you can contribute and share information related to 
your fields of interest as well as issues of daily life’. Information goes 
through the networks very fast and the whole community feels all at once, 
the networks pulse not only information but also feelings (I26) 
 
However, TNLT organisers in particular need to acknowledge that sharing 
information between participants is dynamic and increasingly desired online.  
Therefore the virtual availability of shared information needs to be fluid and 
relevant otherwise information becomes stale and archaic quickly. 
 
If [TNLT] were less a repository for information and more of a social site, 
I think that would definitely help to motivate others (I31) 
 
Selden (2001) argues that the sharing of information needs to be constant and 
a two-way conversation whilst suggesting that scholars are judged by their 
peers as to their participation in information sharing behaviour and their 
associations with networks.  With this in mind, this study reveals that just over 
half of the participants agreed that sharing information was a motivation for 
them to engage with a TNLT.  Geographers based in non-native English-
speaking countries were more motivated to engage with a TNLT for the 
purpose of sharing information than their colleagues based in native English-
speaking countries (Table 5.1).  In fact the percentage is more than double.  
This significant finding can be explained firstly by a desire to create best 
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practice or secondly, perhaps limited or unavailable opportunities to share 
information about learning and teaching within regional or national networks.  
For some, discussions around sharing international knowledge on learning and 
teaching outside of TNLT networking are becoming increasingly limited. 
 
I’m actually wondering whether we’re actually seeing a bit of 
fragmentation, information is becoming more limited.  I just don’t know.  
But certainly I think Asia needs to look what’s happening in Europe for 
example (I38) 
 
Arguably TNLTs are providing a space for learning and teaching information 
sharing unavailable through other channels.   
 
5.2.4 Gaining new ideas and innovation 
 
Bolwijn and Kumpe (1990) stated that networks are equally important and 
critical in successful innovation.  Both online and face-to-face contacts in 
TNLTs are a chance to sound-board innovation and new ideas on learning and 
teaching topics.  
 
Getting ideas to trial, affirming that ideas that are important to me are 
important to others equals reassurance! (Q88) 
 
Meet new people and have ideas validated (Q99) 
 
New ideas made available in online communities should be innovative and kept 
up to date (Wasko and Faraj, 2000, p163).  A similar emphasis on innovation 
and new-ness of ideas is highlighted by the quotes below. 
 
I feel that engagement provides me with ideas, especially the website 
(Q41) 
 
It's a useful forum for new ideas (Q76) 
 
Keeping updated with new ideas and the exchange of new ideas were 
motivations for many geographers to engage with a TNLT.  However, both of 
these motivations reveal differences between those geographers based in 
native English-speaking countries and those geographers based in non-native 
English-speaking countries.  Less than half of the respondents based in native 
English-speaking countries stated that keeping updated with new ideas and 
exchanging new ideas was a motivation to engage with a TNLT, whilst this was 
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the case for over three quarters of those working in non-native English-
speaking countries (Table 5.1). 
 
It is only recently that studies on the transfer of knowledge through networking 
have focussed on the discussion of cultural factors (Chow et al, 2000; Ford and 
Chan, 2003; Hutchings and Michailova, 2004).  Such differences in 
geographical location are highlighted in previous work by Ardichvili et al (2006) 
in a study on cultural factors that influence networking and ideas.  They suggest 
that some world regions, such as Asian cultures, are better than others at 
networking for new ideas.  Ardichvili et al (2006) suggest that a review of cross-
cultural research suggests that several national and cultural characteristics 
influence knowledge-sharing patterns.  A willingness to ask questions that 
reveal ignorance, disagree with others in public or contradict known experts, 
vary greatly across cultures (Wenger et al, 2002, p118).   
 
It cannot be denied that the Internet plays a large part in the exchange of new 
ideas with TNLT participants’ having the opportunities to use online tools such 
as online social networks and wikis to keep up-to-date with innovative learning 
and teaching ideas.  Such online communication, although seemingly 
omnipresent in the UK, for example, is not common throughout the world.  
Internet penetrations are increasing in non-traditional, dial-up connection areas 
such as the Global South (discussed in more detail in Chapter 8).  However, 
broadband connection and smart phone technology is increasingly connecting 
academics and TNLTs.  Being motivated to participate for new ideas and 
innovation suggests that those based in non-native English-speaking countries 
are increasingly using new technology to connect and keep updated.  
 
There are still more complex representations of participant’s motivations to 
engage with a TNLT for new and innovative ideas within the interviews.  Trust 
was frequently cited and was an issue for some of the interviewees.  The 
TNLTs were regularly talked about as trusted spaces in which new ideas could 
flourish.  The motivation to share new ideas in a TNLT is driven by a safe 
environment in which exchanges can occur as there is less competition and 
more friendly feelings according to this interviewee.   
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Folk are going to go off and nick your ideas, it depends what network 
you’re in, cutting edge sedimentology, bidding against each other, 
they’re all narcissistic, you know grade A types that don’t trust anybody, 
shaft this, they’re not very nice people to be honest.  Whereas with 
learning and teaching you can share these new ideas, conversations 
about whether that’s a great idea, go run with it (I21) 
 
TNLT participants share new ideas with others, inspiring new approaches that 
can be used within one’s own teaching and research. 
 
I am very open to new ideas, to various schools of geography (I35) 
 
There are a number of reasons why people would do that [engage with a 
TNLT] firstly and foremost it’s to improve your, give new ideas to the way 
you teach.  After, I’ve been teaching now for 17 years, and it’s pretty 
easy to get stale and teach the same old stuff in the same old ways.  
Coming to these sorts of venues enables you to see new ways, new 
approaches to teaching, new ideas (I27) 
 
Previous research has argued that behaving as a focused community creates 
more innovation (Judge et al, 1997) and people participate in networks in order 
to keep abreast of current ideas and innovations (Wasko and Faraj, 2000, 
p170).  The need for innovation in learning and teaching has become an 
important part of academic progress and new ideas can be exchanged and 
confirmed through TNLT activity.   
 
In summary, this section has discussed four sub-motivations under the umbrella 
of intrinsic interest in learning and teaching for participating in TNLTs.  
Throughout this first section there has been a systematic difference between 
those based in non-native English-speaking countries compared to their 
colleagues in native English-speaking countries.  Such findings contribute to 
our understanding of geographers’ international academic networking practices 
by revealing that TNLT participants based in non-native English-speaking 
countries are more motivated by reciprocal learning and teaching practices than 
their English-speaking counterparts.   
 
5.3 Networking 
 
Networks are a commonly discussed topic within many academic debates.  As 
previously deliberated in Chapter 2, geographical literature focussing on 
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educational networks (see, for example, Hay et al, 2000; Bednarz and Bednarz, 
2004) was drawn upon alongside geographical literature surrounding CoP (see, 
for example, Amin and Cohendet, 2004) to contextualise academic networking 
and TNLTs.  Networks are built from linkages, which in the most basic term are 
contacts and flows of information between two or more individuals that can be 
forward, backward and sideways in movement (Johnston, 2009, p419).  
International linkages are what create and sustain communication between 
globally dispersed geographers in TNLTs.  These linkages, as Wenger (1998, 
p7) notes are omnipresent in some countries and global regions such as North 
America.  However the flow of information is often uneven and unequal in the 
Global South, for example, as access to ICT and therefore TNLTs can be often 
irregular. 
 
The first part of this section discusses the motivations for geographers to 
engage with TNLT activity for networking by exploring international linkages.  
The second part considers the degree to which this international engagement is 
motivated by gaining access to what Paasi (1995) considers being the ‘core’ of 
the academic world.  The ‘core’ and’ periphery’ debate is a useful concept 
through which to explore motivations to participate in TNLTs.  Geographers 
have argued that the idea of what is 'international' is often occupied by 
hegemonic discourses of Anglo-American geography and journals.  The ‘core’ 
therefore is Anglo-America, in contrast to the ‘periphery’, everywhere else.  
Rodríguez-Pose (2006), for example, suggests that if one wants to be 
‘international’, one has to access the ‘core’ to debate and publish in English.  
However, this study finds that not only is there evidence of geographers being 
motivated to participate in TNLTs to access the ‘core’, there is also the 
motivation of geographers to access the ‘periphery’ through networking 
activities.   
 
5.3.1 International linkages 
 
Frequently stated within the findings on motivations to participate are phrases 
such as ‘having an international perspective’, ‘wanting international linkages’ 
and ‘requiring international connections’.  There is a desire by TNLT 
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participants to develop international linkages to discuss, organise and widen 
perspectives on learning and teaching matters.   
 
You can get an international dimension talking to and meeting up with 
like-minded individuals who are interested in learning and teaching (Q82) 
 
As a geography educator, it seems essential to be knowledgeable of this 
discipline as it is practised internationally (Q93) 
 
Having an international element to networking is an important and major 
motivational aspect to increase connections and to sustain them.  Other 
common statements within the findings explicitly mention that a motivation to 
make international linkages was a question of scope as previous networking 
within a national network was making way for networking on a more 
international scale.  
 
I wanted to move from a national network to an international (Q108) 
 
For many years I have been thinking to connect and organise an 
international rather than national dimension between geographical 
educators (Q84) 
 
Within a UK context, nationally focussed learning and teaching networks such 
as GEES (Geography, Earth and Environmental Science) and the GA 
(Geographical Association) were discussed as spring-boards to international 
networking.  Taking a closer look at international linkages in TNLTs sheds light 
on the role of aspects such as geographic location and gender for motivating 
practices.  Firstly, by looking at geographical location, one can see there is a 
systematic difference within the survey between those geographers based in 
non-native English-speaking countries and those based in native English-
speaking countries (Table 5.2).  The data reveal that geographers based in 
non-native English-speaking countries are more likely to be motivated to 
participate in TNLTs for international networking, dialogue and dissemination 
than their colleagues in native-English-speaking countries.  This can perhaps 
be explained by drawing upon previous studies on the international academic 
profession such as Boyer et al (1994) who found that when considering the 
importance of connections with scholars in other countries, there were 
international differences.  Boyer et al’s (1994) study highlighted the importance     
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Table 5.2: International linkages (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
M
ot
iv
at
io
ns
 to
 p
ar
tic
ip
at
e 
in
 T
N
LT
s 
Expand 
experience 46 55 46 56 48 44 38 76* 51 50 49 55 52 117 
Meet other 
cultures and 
nationalities 
39   60*** 44 61 52      44**** 33 84* 49 50 48 55 51 117 
International 
rather than 
national 
networking 
41  57**** 44 44 47 50 39 71* 39  56**** 45 58 50 117 
Open up 
international 
dialogue 
32   53*** 35 50 38     44*** 22 87* 41 44 39 52 44 117 
Disseminate 
good practice 36 48 44 56 35 44 31 63* 43 39 39 46 42 117 
Total (n) 59 58 48 18 58 18 77 38 51 66 84 33   
Source: Questionnaire data 
 
 
 
132 
 
that Asian-based academics in particular placed upon connections with 
scholars in other countries.  Whereas academics based in the UK, Australia 
and the USA placed the importance of international connections much lower.  
Similarly, this study reveals that when the motivation to participate in a TNLT is 
to meet other cultures and nationalities, academics that did not state this as a 
motivation were from the same three Anglo-American countries (Figure 5.1).   
 
This can perhaps be explained in both cases by Paasi’s (1995) ‘core’ and 
‘periphery’ argument, where arguably Asian-based academics place 
international connections much higher in priority than Anglo-American 
academics in order to participate and interact in English within the core zones 
of Anglo-American academic hegemony.  International connections between 
Anglo-America it could be argued are already in place, whereas those outside 
of the Anglophone world have to create them.  Although the numbers within this 
study are smaller than those within Boyer et al’s (1994) study, the similarity of 
the same three nations perceiving international connections as less important is 
significant.  Drawing upon literature such as Minca (2000) and Best (2009), and 
their discussions of Anglo-American hegemony, it maybe surmised that for non-
native English-speaking country based scholars, work has to be in English to be 
considered international.  Therefore, motivations to network with those that 
publish and disseminate in English are more prioritised than for those 
geographers where this is the ‘norm’. 
 
Secondly, by looking at statistically significant findings within the data on 
international linkages, it becomes evident that gender also matters.  Men are 
much more likely to be motivated to participate in TNLTs for conversing and 
meeting internationally than women.  Scholars who have focussed on global 
higher education research often prioritise gender within discussions and have 
often treated all aspects of education as working to the disadvantage of women 
(Byrne, 1978; Sandler 1986; Sadker and Sadker 1993).  This study finds a 
gendered response on motivations to engage in a TNLT for ascertaining 
international linkages.  This finding draws upon evidence that education is often 
a relatively advantaged sphere for women (Jacobs, 1996, p154) and that 
women are under-represented in transnational academic mobility (Jöns, 2011,
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Figure 5.1: Motivations to participate: meet other cultures and nationalities (%) 
n=59 
Source: Questionnaire data 
 
p206) in concurring that women are less likely to be motivated to attend 
international meetings and engage in international dialogue than men.   
 
This study’s findings also suggest that female academics are increasing in 
number at TNLT meetings (see Chapter 8).  As an example, from a UK 
perspective, in 2010 / 2011 the total number of women involved in teaching only 
activity was 52% compared to 48% of men9.  Women academics on average 
spend 18 hours a week teaching whilst men spend on average 16 hours a week 
teaching (CHERI, 2007, p30).  This secondary data suggests that women are 
seemingly more likely to be involved directly in learning and teaching practice 
yet their motivations are different to their male colleagues. 
 
5.3.2 Access to the ‘core’ and the ‘periphery’ 
 
Over the past decades the geographical literature has often argued that for 
many non-native English speakers, accessing Anglo-American academia is a 
must.  This is due to Anglo-American journals dominating the publishing space 
of social science journals (Garcia-Ramon, 2003; Paasi, 2005).  Some of the 
                                            
9 HESA Higher Education Statistics Agency. Staff data tables, all academic staff. Available at 
http://www.hesa.ac.uk/index.php/component/option,com_datatables/Itemid,121/task,show_cate
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findings in this chapter so far support this viewpoint, as for many of the 
participants having access to international colleagues, debating and 
disseminating within an English language dominated network is a motivation to 
participate in a TNLT. 
 
However, this second part builds upon the more general motivations of 
networking for international linkages discussed in the first part by looking more 
closely at interviewees’ discussions of motivations to participate through 
accessing the ‘core’ and ‘periphery’. 
 
The point that the Spanish had in organising that meeting was to try to 
counter Anglo dominance, since if you don’t cite the British or American 
fields of work or whatever, then you’re ‘nobody’ you know (I7) 
 
There were many accounts within the interviews to suggest there was an 
awareness of the ‘othering’ of those that do not communicate academically in 
English or write from an Anglo-American perspective.  The quotes below reflect 
upon the use of English and American culture in their previous TNLT 
experiences. 
 
I was always looking for an international [network]…[country] is more 
affected by the USA and the USA geographers and the USA 
geographical curricula and so on, we are not affected by European 
geographers and Europe.  [country] geographers go to the USA only, try 
to reach USA geography only…the thinking, they think to be more 
international is important (I37) 
 
[Country] geographers were very mobile compared to the Czech 
Republic and others from the 1960s, we were the exception to the rules 
with the socialist system and we were open and mobile all the time. 
German speaking area is not that interesting for [country] geographers 
than it was, because less young geographers speak German and the 
new horizon is the English (I35) 
 
Well, in fact, during my research work in Chile I had the opportunity to 
contact [TNLT organiser] to work in USA [TNLT project] and I had the 
good luck to send a letter of application right at deadline (I26) 
 
What all of these interviewees have in common is a motivation to network within 
a TNLT for access to English-speaking colleagues working in the ‘core’, which 
then led on to other opportunities.  The findings in this study suggest that for 
  135 
some a motivation to gain access to English-speaking colleagues is pleasurable.  
There was no hint within the narratives that accessing English-speaking 
colleagues was an institutional or policy-led measure.  Higher education 
internationalisation strategies previously discussed in Chapter 2, perhaps 
create an academic environment where there is a need to be more international 
and therefore less ‘other’ in learning and teaching debate.  There are two points 
to be made here.  Firstly, widespread use of English has made communication 
amongst academics from different traditions much easier (Rodríguez-Pose 
2004, p2).  Secondly, switching to English is thus perhaps the only viable way 
of preserving rich national academic traditions and more importantly, making 
them count (Garcia-Ramon 2003).   
 
However, some of the interviewees suggest that there is an alternative strategy 
to accessing the ‘core’, thus supporting a counter argument.  Findings in this 
study show evidence towards an alternative rhetoric of ‘accessing the 
periphery’.  The quotes below highlight how many TNLT participants seek out 
learning and teaching colleagues from outside of Anglo-America. 
 
In spite of the traditional contacts with UK, networks give you possibilities 
of working in a more established organisation with people from Romania, 
Turkey, Bulgaria or Czech Republic.  From my personal point of view, 
this is a strong motivation (I6) 
 
I make friends with other geographers in [English-speaking] country 
through [TNLT]. They contacted me about co-operation working between 
my department and their department. They visited my department and 
asked my department to help their students when they go to [country] for 
field trip and can exchange lecturers (I17) 
 
There was a danger that the [national network] involved probably all 
white, mainly men, though not entirely and a limited range of age groups 
so I liked the idea of the international set up (I32) 
 
I have [various non-English-speaking] networking experience so it is a 
very nice header on the paper, people look at it and say that’s really 
interesting.  In terms of granting and stuff in [country] they look at your 
branching out of your department and talking to other people so those 
kinds of things help (I36) 
 
This last quote in particular highlights tangible outcomes gained, such as 
funding, from wider internationalisation with Anglo-American academics.  
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Mutual exchanges, friendships and looking beyond traditional UK perspectives 
have been cited within the findings as reasons why collaboration with peers 
from the ‘core’ is just not enough for some geographers.  Aalbers and Rossi 
(2006, p144) suggest that exploring ways to facilitate scholars from other 
cultural backgrounds and less developed countries to gain access to greater 
communication, knowledge and exchange between academics is key to 
achieving a more international geographical discipline.   
 
This study argues that TNLTs are a replicable model of academic networking 
between the ‘core’ and the ‘periphery’.  The study’s findings show that not only 
are geographers motivated to engage with TNLTs to access English-speaking 
colleagues as Garcia-Ramon (2003) suggests, but Anglo-American 
geographers are motivated to participate in TNLT activity for access to ‘other’ 
international colleagues for similar reasons.  While some have an intrinsic 
interest in integrating the periphery or creating opportunities for academics from 
outside the ‘core’, some colleagues within the ‘core’ have to show 
internationality beyond Anglo-America to gain competitive advantage over 
others.   
 
5.4 Publication and career promotion 
 
Producing international publications and gaining career promotion are important 
motivations for geographers to participate in TNLTs.  Both of these motivations 
are facilitated by the international linkages discussed in the previous section.  
Publications and career promotion are discussed within the findings together as 
from a UK higher education perspective, for example, publications and citations 
are credentials required for career advancement.  Firstly, motivations to 
participate in TNLTs are discussed through publications, and then secondly, 
motivations for participating in TNLTs for professional and personal 
development are considered through promotion and career advancement. 
 
5.4.1 International journal articles 
 
Despite many geographical publications on the topic of international 
collaboration recently (see, for example, Donert et al, 2011) there is little 
discourse on the reasons for collaborating with unfamiliar colleagues to produce 
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an international publication.  Previous studies (see, for example, Chompalov 
and Shrum, 1999; Chompalov et al, 2002; Shrum et al, 2001; Wagner and 
Leydesdorff, 2005) have looked at scientific collaborations and contributing 
factors such as performance, trust and productivity.  However, such work on 
international collaboration has predominantly focused on research in the natural 
and technical sciences and as such discussion regarding learning and teaching 
collaborations has been under-represented. 
 
Some TNLTs offer their participants the opportunity to produce a peer-reviewed 
journal article in collaboration with international colleagues.  For some 
geographers, the opportunity to gain a publication through their academic 
networking is a major motivation to participate in TNLT activity. 
 
Publications is what matters most (Q35) 
 
It looked from the start like an exciting initiative, I expected also that the 
[TNLT] would open up opportunities for collaborative research and 
publication (Q70) 
 
TNLT might lead to some fruitful international research discussions and 
publications (Q98) 
 
Quotes like those above appear regularly within the findings and reflect 
publications as a common underlying theme for participating in TNLT 
collaborations.  Writing for publications is of course a vital aspect to any 
academic career, however, McGrail et al (2006), argue that despite the 
importance of disseminating knowledge remaining relevant, these motives have 
been further enhanced by the expectations of a neo-liberal university climate.  
Publication rates are used as both an indicator of individual and institutional 
performance and are important criteria for acquiring external funding from 
government and other professional bodies.   
 
For those academics with an interest in learning and teaching, participating in a 
TNLT is a viable method to almost certainly guarantee an international 
collaborative paper in an internationally peer-reviewed English language 
journal.  This is reflected within the survey findings, where there are significant 
and systematic differences by geographical location and career stage (Table 
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5.3).  Geographers based in non-native English-speaking countries are more 
likely to be motivated to collaborate and participate for research possibilities 
than academics based in native English-speaking countries.  Publishing in 
English language journals is one way to access the ‘core’ of geography and is 
therefore considered to be publishing ‘internationally’ (Paasi, 2005).  Those 
wanting to publish in such international journals can facilitate this through 
participating in TNLT activities at face-to-face meetings.  Interestingly, more 
men than women stated that a strategic motivation to participate in TNLTs was 
to collaborate.  Those that consider themselves to be in their late-to-retired 
career stage responded that a motivation to participate was for both 
collaboration as well as research possibilities.  The two characteristics of being 
male and in one’s late-to-retired career stage reflect a typical demographic of 
the TNLT organisers (see Chapter 4).   
 
There is a relationship between academic position attained and productivity, 
where a greater output of academic material such as international publications 
can be directly related to higher promotional prospects (Long, 1978).  It could 
be argued that TNLTs as international academic networks, provide attractive 
collaboration and research opportunities for international publication.  Some 
interviewees suggested that their motivation to publish within a TNLT was 
inextricably linked to their institutional strategy, reflected upon in the quotes 
below.  In some cases, such as in the Australian context, for example, 
internationalisation has been a major focus of international and institutional 
attention (Crichton and Scarino, 2007).  Others such as McGrail et al (2006) 
have suggested that motivations to participate in networks are bound up with 
institutional policy as well as personal preference. 
 
Publication, that’s a key target, more recently it’s become very important, 
globalisation, one of the key words that’s used in our university (I27) 
 
I have to publish also abroad, right now because we have this seven 
framework research programme (I35) 
 
Such responses are caught in tension between collaboratively publishing 
internationally for learning and teaching interest reasons and expectations by 
institution and employer.   
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Table 5.3: Publication and career promotion (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
M
ot
iv
at
io
ns
 to
 
pa
rti
ci
pa
te
 in
 T
N
LT
s 
Collaboration 42  60**** 44 61 50 50 35 87* 47 55 46  64**** 53 117 
Research 
possibilities 37 50 33 56 40 44 26 82* 43 44 38  58**** 48 117 
Total (n) 59 58 48 18 62 19 77 38 51 66 84 33   
Source: Questionnaire data 
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The fact that you wrote a publication collaboratively internationally as a 
team.  That sounded brilliant and it looked like you would go to it, 
network with lots of people and get a publication (I18) 
 
I feel the main draw of the [TNLT] is the publication, that’s what gets 
people in (I38) 
 
[TNLT] is unique in the fact there is a publication output every time (I8) 
 
TNLT participants are motivated to participate in order to publish internationally 
despite differences in geographical location and career stage and as one can 
see from the quotes above, sometimes additional institutional pressure.  It is 
important to mention here the type of journal in which the publication is 
achieved.  TNLT participants it could be argued seek to publish in 
pedagogically focused higher education journals that are of specific relevance 
to their career aspirations in learning and teaching, rather than other 
geographical outlets.  For other geographers, publishing in such pedagogical 
journals is less relevant.  Those who do are, perhaps, an exception and seek 
publication and career promotion in order to demonstrate how their teaching is 
underpinned by learning and teaching research. 
 
5.4.2 Career development 
 
Career development, career promotion and consequent academic reputation 
are further motives for engaging with TNLTs in geography.  There is a 
perception that participation in international academic networking enhances 
one’s professional reputation and is a significant predictor of individual 
knowledge contribution (Wasko and Faraj, 2000, p16).  Long (1978) suggested 
that gaining status in one’s academic profession or as Lund (2012) terms it, the 
ideal academic is synonymous with published and peer-reviewed journal 
articles and international contacts.  Promotional achievement was frequently 
mentioned when TNLT participants were asked about their motivations to join 
the TNLT.  
 
Access to materials to supplement my [nationality] professional 
development (Q62) 
 
Networks that I made at [TNLT] helped get job interviews (Q30) 
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Reflections upon promotional aspirations and professional development 
opportunities were also important motivations to participate in TNLTs.   
 
For my own selfish career development, was I guess the main motivation 
in that thinking, at [university] there are different routes to professor and 
I’m a principal lecturer at the top of my scale and so the next obvious 
move for me is to move to professor.  One of the routes is the learning 
and teaching route and so you have to provide evidence of lots of things 
you have done, so things like having an international reputation (I18) 
 
There was also some, the broader ideas that [TNLT] was a good idea, it 
had intrinsic value.  Then from my own career perspective, it was 
probably timely in terms of promotion, sort of strategies as well.  To use 
that awful phrase, it ticked a lot of boxes.  Personal, professional network 
related, being a member of a community of geographers (I29) 
 
You’re looking around these days, that leads to promotion of course 
because it increases your publications, it increases your networking, 
when you want referees, you look around, and you think what would 
impress this particular committee, we’ll have somebody from London, 
somebody from America, somebody from mainland Europe to justify your 
claim that you are an international figure (I9) 
 
Decisions to participate in international academic networking through TNLTs 
were shaped by both non-tangible factors such as status, recognition and 
reputation alongside tangible factors such as ticking off of career promotion 
criteria and career development milestones.  Such increasing opportunities for 
promotion and career development are intrinsically linked to previous 
discussions of international linkages and publications.  Significant differences 
by geographical location are revealed when looking at the motivations of 
geographers to network for career development and career promotion 
opportunities (Table 5.4).  Geographers based in non-native English-speaking 
countries were more likely to be motivated to engage in TNLT activity for career 
promotional reasons and professional development than their counterparts.  
This may be explained by looking at this finding from a UK perspective, where 
academics are provided with higher education staff development training, 
career advice as well as constant Internet access.  Factors such as these 
cannot be underestimated in trying to understand such differences by 
geographical location.  TNLTs arguably provide those geographers based in 
non-native English-speaking countries that may have limited or restricted 
142 
 
Table 5.4: Career development (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
M
ot
iv
at
io
ns
 to
 p
ar
tic
ip
at
e 
in
 T
N
LT
s 
Professional 
development 67 63 63 64 63 63 60      77**** 68 62 66 61 66 122 
Personal 
development 44 54 56 41 47 53 42 67 45 53 49 52 50 122 
Promotion 
prospects 18 17 21 9 13 16 10   31** 20 15 19 13 17 122 
Total (n) 59 58 48 18 62 19 77 38 51 66 84 33   
Source: Questionnaire data 
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access to career advancing experiences, the opportunity to gain international 
career advancement credentials and material that add to their professional 
development.  Although, likelihood of promotion is more likely to plateau for 
those later along the academic career path (Pang and Lee, 2002).  The findings 
in this study suggest no significant difference between ages so therefore it 
could be argued that TNLTs facilitate continuous career advancing activities 
throughout the life course of the academic. 
Despite the many reasons why geographers participate in TNLTs for 
collaborative experiences, community is an important resource to draw upon in 
establishing a reputation that hopefully translates into a job (Wasko and Faraj, 
2000).  Yet, there are many personal and individualistic motivations to gain 
professional development, such as status amongst colleagues and career 
promotion credential materials.  For some, participation in networks is to 
receive personal gain or status related to their professional position through the 
lens of the TNLT, a key factor in producing publication and career credentials 
(see, for example, Katz et al, 1973; Posey et al, 2010). 
 
5.5 Conclusion 
 
This chapter contributes to gaps within the literature on networking practice for 
learning and teaching in geography by interpreting empirical findings through 
the relevant literature.  Three main motivations of geographers to participate in 
a TNLT have been explored.  Drawing upon previous work on motivations to 
participate in CoP, these three broad categories are intrinsic interest in learning 
and teaching; networking; and publication and career promotion.  The findings 
presented within the three sections all displayed signs of the personal goals 
that determine the uses of networking (Posey et al, 2010).  A collective 
approach to networking may explain why some geographers are motivated to 
share information and exchange resources and some with a more individualistic 
approach to networking may be more motivated to participate for reasons of 
career promotion (Ardichvili et al, 2006, p96).  That is not to say that those who 
are motivated to engage with TNLTs to enhance career promotional prospects 
are less likely to share information.  Just that these geographers are motivated 
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to share and exchange for individualistic reasons rather than for a more 
collectivistic nature. 
 
Tensions between self-interest and community run through all three of the 
motivations discussed within this chapter (see, for example, Etzioni, 1988).  
None more so than in the second section, that explored motives to create and 
sustain international linkages and access to scholars working in other countries.  
Self-interest for personal gain in the shape of a publication creates community 
as the outputs from the collaborations will benefit others.  Therefore, this study 
advocates that although previous research has suggested that self-interest and 
community are separate entities, TNLTs as CoP operate a system where initial 
self-interest becomes subsequent community-interest through the tangible 
outputs of knowledge production. 
 
This chapter has also revealed that although this study has similar findings to 
previous studies on motivations to engage in online networks and CoP, there 
were some very interesting differences.  Rodríguez-Pose (2006, p609) seeks to 
understand an ‘Anglo-American’ domination over English-language publishing 
space in geography and suggests that the issue ought to be addressed in 
greater depth.  This study contributes to such discussions by revealing that 
geographical location is a systematic thread running through the motivations.  
Amongst other factors such as gender and career stage, geographical location 
is a common denominator in all of the three motivation sections.  What is 
interesting from the first part of the chapter in particular, is that the statistically 
significant differences in the data show that geographers based in non-native 
English-speaking countries were motivated to exchange and share and less 
motivated just to learn.  This reveals an interesting point that is drawn upon 
later in the second part that those academics based in non-native English-
speaking countries are not just motivated to absorb learning and teaching 
discussions, they are there to reciprocate and exchange their knowledge with 
others, be they in native English-speaking countries or elsewhere. 
 
Almost twenty years ago, Gibbons et al (1994) stated that contemporary 
debates of the time were not optimistic that online social networking will help 
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the ‘periphery’ make international contacts.  This thesis argues that TNLTs are 
an example of online communication that does facilitate international 
networking in both directions.  The TNLT model may be replicated in other 
international academic networking environments, not just learning and teaching.  
Contemporary wider debates on cultural settings in higher education place the 
Asia-Pacific region as an emerging centre of activity (Altbach and Knight, 
2007).  The study population within this thesis however, is small and 
unfortunately therefore conclusions cannot be drawn for individual countries or 
world regions.  What can be suggested though is that there is a tension 
between ‘core’ academia and ‘periphery’ academia within the TNLTs but it is 
more complex than just Anglo-America and ‘other’. 
 
The findings from this section contribute to geographical debates that aim to 
enhance understanding of international linkages.  In the past it had been 
suggested that geographical location may become less significant in a 
globalised world with the ‘death of distance’ premise suggested by Cairncross 
(1997) and the ‘end of geography’ by Graham (1998).  This study has found, 
however, that geographical location does make a difference in the motivations 
to participating in international academic networking.  Therefore, although 
space may feel more compressed (Harvey, 1989) factors such as language, 
career structures, criteria for promotion and national curricula inform decisions 
to participate in TNLTs.  Exchanged information is not seen as an inert 
commodity (Feldman and Feldman, 1981) and the boundaries between tangible 
and intangible knowledge are fuzzy (Constant et al, 1994).  Despite the 
proliferation of NoP, very little is known about motivating factors that may lead 
to their success or failure (Ardichvili et al, 2003, p64).  Since the phenomenon 
of online communities is new and largely unexplored, one of the tasks of this 
chapter has been to explore such motivations.   
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6. 
 
PARTICIPATION IN NETWORKS FOR LEARNING AND 
TEACHING IN GEOGRAPHY 
 
6.1 Introduction 
 
Despite sharing many attributes and similarities, TNLTs comprise distinct 
characteristics.  These complex features shape the experiences geographers 
have when participating in such networks for learning and teaching.  Little is 
known about the experiences that geographers have when engaging with 
TNLTs and so knowledge flows are best understood by examining how 
networks are performed (Brown and Duguid, 2000).  This chapter contributes to 
understandings of geographers’ networking practices by considering three main 
experiences that academics have when engaging with TNLTs.  The first section 
explores a central experience of internationalisation, drawing upon discussions 
from Chapters 2 and 4.  The second section then focuses on these participatory 
experiences within the spaces of face-to-face workshops.  Thirdly, barriers to 
participation in the face of finance and time are discussed. 
 
6.2 Internationalisation 
 
Arguably, the most central experience in TNLT participation is the opportunity to 
internationalise one’s knowledge exchange, research possibilities and 
academic contacts.  There is a rich body of literature to draw upon within this 
first section on the international nature of TNLTs (previously discussed in 
Chapter 2) and the internationalising experiences of participation in cross-
border networks.  Work such as Teichler (2005) and Altbach and Knight (2007) 
has sought to understand the changing nature of the internationalisation of 
higher education and consequently the experiences that academics have are 
continually changing.  Greater emphasis on more internationally focussed 
curriculums and international academic mobility in UK and wider universities 
are arguably reasons as to why geographers participate in and seek to 
experience internationalised exchanges of learning and teaching focussed 
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knowledge within TNLTs.  Shepherd et al (2000, p286) called for a greater 
increase in inter-cultural awareness and communication across boundaries 
through the creation of a conceptual framework for networks, such as TNLTs.  
However, although literature such as this discusses the goals of international 
networks through an internationalising process, there is very little discussion of 
the actual experiences of participants in these networks.  By understanding the 
international academic networking experiences of TNLT participants, this study 
can contribute to debates in geographies of higher education. 
 
The participatory experiences of internationalisation discussed by the TNLT 
participants can be broadly themed into two categories. Firstly, there are those 
academics who already feel international in their approach to learning and 
teaching and therefore participate in TNLTs to share this as illustrated by the 
quote below. 
 
My international experience has clearly broadened my awareness, things 
going on in the world and being open to different approaches (I16) 
 
Secondly, there are academics who would like to become more 
internationalised in their approach to learning and teaching and therefore 
engage with TNLTs.  Drawing upon the debates of ‘core’ and ’periphery’ 
outlined in Chapter 5, outlines how such experiences can be attributed to a 
desire to access diverse international experiences in order to become more 
internationalised.  
 
I wanted to be more international, I wanted to compare the other 
countries in geographical education all over the world, I want to solve 
this problem, to listen and to talk.  I wish to be more international and 
wish to be more active (I37) 
 
It could be argued then, as the quote highlights above, that TNLT participants 
feel internationalised because of their experiences in collaborating 
internationally and in making professional acquaintances, thus, increasing their 
network capital.  Urry (2003, p168) argues that network capital, just like social 
capital builds up through experiences of travelling and communicating with the 
wider international community, stretching across borders.  The TNLT 
participants arguably build such internationalised reputation and capital by 
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engaging in face-to-face workshops (discussed in more detail later in this 
chapter).  For some, TNLTs are a chance to gain and maintain international 
contacts and therefore contribute to their own personal and professional 
development as well as contributing towards institutionalised policy. 
 
Some academics interested in learning and teaching, however, feel that there is 
a barrier to opportunities to experience greater internationalised knowledge 
exchange.  Face-to-face opportunities in particular rely often on the ability to 
travel internationally to TNLT workshops and seminars.  Such tacit knowledge 
communication can increase the possibilities of internationalising one’s 
connections, collaborations and publications.  Other associated barriers such 
as finance and time are discussed in more detail later in this chapter. 
 
Nationally focussed learning and teaching networks can often be limited or 
restricted in their opportunities as highlighted by the quotes below.  Therefore 
internationalising the exchange of knowledge and one’s academic networking 
practices is often considered to be a crucial aspect of the TNLT experience. 
 
I think that we have no special national geography network or 
association focussing on learning and teaching (I6) 
 
I created it [TNLT] when I was a high school geography teacher with 
some other geography teachers, we created it as geography teachers 
first then we invited geographical academics.  The main aim in that 
group in [country] was to get together with academics and teachers 
because I saw that in [country], teachers and academics are far away 
from each other (I37) 
 
As such, one question to contemplate at this point when considering the 
experiences of participants in TNLTs is what role TNLTs actually play in 
internationalising academics with an interest in learning and teaching?  This 
study argues that TNLTs play a vital role in the internationalisation of learning 
and teaching in higher education.  TNLTs achieve this by increasing 
communication across national boundaries and as such attempt to break down 
hegemonic constructions within learning and teaching practice.  All of the nine 
TNLTs explicitly state that they aim to increase internationalisation of learning 
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and teaching through inclusive international communities and by stimulating 
international dialogue.   
 
Including geographers based in non-native English-speaking countries into the 
TNLT writing processes is considered an opportunity to internationalise the 
TNLT experience for everyone.  The inference within the quote is that despite 
possibly compromising in quality, the article was accepted because of the 
greater international scope the article would bring to the journal.   
 
This time they had someone from [non-native English-speaking country], 
I worked very hard at getting that paper that s/he contributed to accepted 
by [journal].  It would have been easier to say, you haven’t done all the 
changes, paper’s too long, it’s not going in.  Funny enough I accepted it.  
That easily broadens the scope of geography by having it in.  I think the 
problem we’ve got is that the language of communication is English, 
written language is English, a lot of the meetings are often put in western 
positions of origins.  So it’s not making itself inclusive, you get other 
problems (I21) 
 
Complex tensions exist between the TNLT’s aim to internationalise learning and 
teaching by including more contributions from those based in non-native 
English-speaking countries and the perceived quality of the contribution.  
However, from many of the interviews it can be surmised that often non-native 
English speakers are included within collaborative efforts and often greater 
emphasis is placed on publishing it.  It can be argued that possible reasons for 
this are that as these participants are from outside of the English language 
‘core’ (see Chapter 5 for a more detailed discussion) the inclusion of non-native 
English-speaking contributions internationalises the content of the journals.  
Gutiérrez and López-Nieva (2001) highlight a long-standing debate as to the 
extent to which geographic journals are truly international and surmised that 
that in general journals have still not attained a high degree of 
internationalisation.  Therefore such inclusion of non-native English speakers in 
published journal articles maintains the internationalised aims within learning 
and teaching discussion and debate set out by the TNLTs objectives. 
 
Hay (2008) has examined the process of internationalisation within learning and 
teaching networks with particular reference to the INLT from yet a different 
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perspective.  Hay (2008, p15) suggests that learning and teaching networks 
may be inadvertently perpetuating geographies of oppression through 
‘assumptions of Anglo-American modes of educational standards and practice; 
reinforcement of existing unequal/inequitable social relationships; 
predominance of English language; and a reliance on technologies that favour 
wealthy nations and institutions’.  In a way Hay (2008) is questioning the validity 
of the claims of TNLTs of truly internationalising learning and teaching.  Yet, 
there is little if any reference to a response to this article within the literature. 
 
Within the interviews, the internationalising experiences that TNLT participants 
have encountered as a result of TNLT engagement do not affirm such views as 
expressed by Hay (2008).  Often interviewee’s comments expressed that Hay’s 
(2008) article was off the mark.  The INLT’s initial mission statement only 
discussed Anglo-American discourses and so this questions what international 
actually means in this TNLT context. 
 
I remember Hay wrote about this particular issue in the [journal].  I don’t 
entirely agree with his critique.  The [journal] is a way to bring together 
English-language geographers; we didn’t try to make an effort to go 
much beyond the Anglo-American world.  If we had we would have done 
things differently, but we didn’t, a lack of funding and so on, if we were to 
expand, if we were really international it would have to be addressing the 
needs of geographers in other countries and meeting in those countries 
from time to time and I don’t think people are prepared to do that (I12) 
 
Hay’s (2008) critique of the INLT, questions the concept of the 
internationalisation that TNLTs suggest they facilitate.  TNLTs arguably provide 
networking opportunities for those geographers that want to either build upon 
an international reputation in learning and teaching or become more 
international within this area.  Drawing upon previous discussions in Chapter 5 
regarding access to the ‘core’ and the ‘periphery’ highlights how access to non-
traditional international colleagues is being facilitated by TNLTs and as such 
problematises such debates on ‘core’ and ‘periphery’.  The dominant use of 
English as the main academic communication language can be found in work 
such as Rodríguez-Pose (2004) who highlighted how academic networking 
facilitates an internationalising experience for those geographers with an 
interest in learning and teaching.  Yet, despite this, the findings from this study 
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confirm some of the points made by Hay (2008) as TNLTs such as INLT are 
dominated by Anglo-American geographers who mainly set the agenda, and as 
there are not that many participants from other language backgrounds there is 
a pre-dominance of the English language and a reliance upon technologies that 
not all can access. 
 
6.3 Face-to-face workshops 
 
Alongside the central TNLT experience of internationalisation runs a common 
denominator of face-to-face meetings.  A typical TNLT calendar of events has 
at least one meeting organised per year, either as a workshop or a seminar.  
This section thus explores the experiences of TNLT participants at workshops 
that TNLTs organise and run either as stand-alone events or as attachés to 
larger geographical conferences.  All but one of the nine TNLTs (the exception 
being Giraffe) have held a face-to-face meeting within the last four years (for 
details, see Chapter 4).  Face-to-face meetings are opportunities for those 
participants that have the desire and resources to travel, to share knowledge 
and ideas about learning and teaching whilst spending time with familiar peers 
and unfamiliar potential collaborators.  The differing availability of these face-to-
face meetings provides often short and irregular windows of opportunity of 
physical co-presence at TNLTs for participants during the year.  Face-to-face 
presence is then often supplemented with online communication which occurs 
much more often during the rest of the year. 
 
Last year we had a one-day seminar, nearly 100 people attended, just 
one day, which was astonishing (I38) 
 
I did hope to go to the [conference] last year and take part in the event 
but I just couldn’t make the time to get away. I just like [TNLT] because it 
keeps you in contact with people around the globe (I16) 
 
Interviewees reflected that conference participation and the time spent in both 
the formal and informal spaces of the meeting play a major role in the 
experiences that TNLTs provide.  Significant survey findings reveal that there 
are differences between disciplines and geographical location when looking at 
how geographers find out about and therefore experience TNLT events (Table 
6.1).  Firstly, physical geographers are more likely to find out about TNLT  
 152 
 
Table 6.1: Methods of discovery of TNLT events (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
H
ow
 d
o 
yo
u 
fin
d 
ou
t a
bo
ut
 T
N
LT
 e
ve
nt
s?
 Colleagues 69 69 71 75 72 75 63 73 62 75 67 72 71 61 
Conference 46 37 42 33 28 75**** 26 54*** 40 44 32 50 39 61 
Publication 12 37*** 21 33 21 25**** 30 24 17 34 21 39 26 61 
Email 35 17 25 17 31 13 26 24 38 13*** 26 22 26 61 
Online 15 31 25 17 28 13 19 30 28 22 23 28 23 61 
Total (n) 26 35 24 12 29 8 27 33 29 32 43 18  
 
Source: Questionnaire data 
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events whilst at TNLT events or conferences than any other method.  This 
suggests that either physical geographers under use other network 
communication methods such as online or use the spaces of conferences 
productively as they are maybe there more frequently to discover learning and 
teaching networking opportunities. 
 
Secondly, for those academics based in non-native English-speaking countries 
finding out about a TNLT event through conference spaces also occurs more 
than any other method.  Drawing upon later discussions in Chapter 8, it could 
be argued that geographers based in non-native English-speaking country are 
more likely to participate in face-to-face communication than their native 
English-speaking colleagues.  Perhaps this cohort of geographers prefers face-
to-face communication as it increases the exposure to tacit communication.  
Previous research such as Bathelt and Schuldt’s (2006) work on temporary 
clusters at trade fairs can contextualise such an attempt at an explanation as 
their study found that face-to-face spaces are important events that support 
processes of knowledge production.  For these based in non-native English-
speaking countries, TNLT conferences and workshops represent temporary 
clusters of learning and teaching and thus play a vital role in learning and 
teaching focussed experiences. 
 
Although travel has become easier in recent decades with less expensive air 
travel, it has also become challenging on both an academic and personal level, 
for example, in terms of time (Kress and Van Leeuwen, 2001).  For most 
geographers, physical travel to and attendance at a conference or workshop is 
a normal and routine part of academic life.  This section therefore explores the 
experiences of TNLT workshop and seminar attendance that is often in addition 
to an academics’ university schedule and paid workload.  Previously, research 
has argued that face-to-face communication occurs up to three times more 
often when compared with online conferencing communication (Hiltz et al, 
1986).   
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Yet, suggestions have also been made from previous comparisons of online 
conferences with face-to-face meetings to show that there was no significant 
difference in the quality of group decisions (Archer, 1990).  In a study of face-to-
face and online communication, as long as computer-mediated communication 
was easy to use then satisfaction was equally likely in both methods of 
communication (Olaniran, 1996).  More recently however, online 
communication is said to generate more negative emotions and is less likely to 
result in consensus (Baek et al, 2011).  Such work informs the reasons why 
TNLT participants see face-to-face communication spaces as just as important 
to their TNLT experience as online communication can be.  Physical presence 
at a TNLT workshop or seminar facilitates the exchange of tacit or sticky 
knowledge that is most often associated with face-to-face communication. 
 
 Meeting people at events because it is easier to get to know them (Q20) 
 
Face to face during meetings, makes communication barriers fewer (Q38) 
 
Face to face is best, email is not sufficient when a lot needs to be 
communicated (Q63)  
 
In the past, primary factors influencing conference attendance have been found 
to be face-to-face networking; travelling to desirable locations; (discussed later 
in this chapter) and career enhancement; (discussed as an outcome of 
participation in Chapter 7) (see, for example, Price, 1993; Severt et al, 2007).  
The findings from this study agree with such past research as a major benefit 
for geographers engaging with an online network is seen as having the 
opportunity to meet others with an interest in learning and teaching for face-to-
face discussion.  There are often benefits from experiencing academic 
networking at face-to-face meetings that cannot be gained elsewhere. 
 
Certainly at [university], our university certainly has a very strong 
international focus.  As a professor I have to write an annual report about 
my conference publications and my invitations and international 
networks and things, that’s regarded as important here (I39) 
 
I think the face to face events, they are the first step I think, they 
encourage people to join (I22) 
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The quotes above reflect face-to-face participation that can be explored further 
by looking specifically within a TNLT, for example, the INLT survey findings.  In 
the decade prior to the Washington D.C. meeting in 2010, 59% of the 
participants had not attended a previous INLT workshop.  31% of respondents 
had attended one to two workshops and only 10% had attended three or more10.  
This indicates a low level of re-attendance which may create consistency 
problems within the network but does provide the workshops with new faces 
regularly. 
 
All four of the pre-2010 INLT meetings have been held in three different 
English-speaking countries and so none or infrequent attendance may be 
explained by factors such as affordability of international travel to Anglo-
American destinations11.  The quote below illustrates how travel to face-to-face 
TNLT meetings was regarded as a potential barrier by some of the interviewees.  
This quote in particular, stresses a particular perspective for Indian 
geographers and refers to the INLT meeting held in India in 2012. 
 
Some people from Europe, from two or three different European 
countries, from South East Asia, from Australia and North America came 
as well as Indian geographers, who could afford to go to a meeting in 
India but not beyond. So if you always have your meetings in Australia or 
Britain or North America, how are those people going to get there? So 
you can stimulate participation by going instead of expecting others to 
always come to you.  That’s something that [TNLT] maybe needs to think 
about (I7) 
 
 
The face-to-face experiences of the INLT participants reveal interesting 
significant differences between gender, age and career stage (Table 6.2).  
Firstly, significant gender differences highlight that at the first and second INLT 
meetings in Hawaii and Glasgow respectively, female geographers were less 
present than their male counterparts.  It is also interesting to see that women 
were the most likely of the sexes to have attended no prior INLT meetings to 
the Washington D.C. event in 2010.  These findings suggest that, firstly, women 
                                            
10 n=64 
11 A previous meeting was held in Tunis, Tunisia in 2008 but there are no data available for this 
event. 
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Table 6.2: Participation at INLT workshops since 2000 (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to 
mid 
Late to 
retired % n 
At
te
nd
an
ce
 a
t I
N
LT
 e
ve
nt
s 
Honolulu, 
Hawaii 2000 5 19**** 12 18 17 0 12 0 3 16**** 6 27*** 10 67 
Glasgow, UK 
2004 17 42*** 31 18 25 36 31 0 10 41** 19 53** 28 67 
Brisbane, 
Australia 
2006 
27 42 42 18 39 36 36 20 23 41 29 47 33 67 
Washington 
D.C., USA 
2010 
76 73 65 91 81 82 75 80 77 73 77 67 11 67 
None 71 46*** 58 63 57 64 58 80 77 47*** 69 33*** 61 67 
Total (n) 41 26 26 11 36 11 59 5 30 37 52 15  
 
Source: Questionnaire data 
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are increasingly interested in the benefits that can be gained from physical 
presence at an INLT workshop or secondly, perhaps travel to learning and 
teaching workshops is becoming more feasible for women geographers.  It is 
also viable to suggest that the share of females within academic networks such 
as the INLT have increased.  There is a rich literature from which to draw  upon 
within the last decade surrounding debates of academic mobility in higher 
education and gender (for example, see, Welch, 2008 and Ackers and Gill, 
2008).  Jöns (2011) most recently surmised that previous work highlights 
examples of gendered transnational academic mobility, for example, female 
researchers tend to be less international than their male colleagues, particularly 
in the natural sciences.  
 
TNLTs such as the INLT in this study’s example have in the past replicated 
these gendered spaces as the data clearly shows that female academics were 
less likely to attend a face-to-face TNLT event within the last decade and are 
more likely than men to have not attended a previous meeting.  However, it is 
arguable that TNLTs are providing a space for female geographers to network, 
as women are increasingly or at least equally, participating in the latest face-to-
face INLT workshop.  Access to opportunity, not access to higher education, 
represents a gendered gap (Jacob, 1996) and as women make up just over half 
of the TNLT questionnaire respondents in this study at 52%12, it would be 
logical to assume that existing gender gaps and other factors such as finance 
or time are barriers to women’s experiences.  As this data has been discussed 
with regards to just one of the TNLTs, the INLT, it is difficult to generalise with 
regards to the other TNLTs.  Longitudinal data for face-to-face workshops was 
unavailable for other TNLTs.   
 
Secondly, age and career stage play a similar role to gender in the experiences 
that TNLT participants have within INLT face-to-face workshops.  Male 
academics over the age of 40 years and those who consider themselves to be 
in their late or retired career stage were more likely to have attended the Hawaii 
and Glasgow INLT meetings than women.  This study’s findings agree with 
                                            
12 N=128 
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previous debates that gendered experiences are a causal effect of traditional 
family patterns and gender roles.  Jöns (2011) for example, suggests that the 
flexibility of women at a later career stage and beyond the age of 35 years to 
relocate internationally for more than one month decreases much more than 
that of their male colleagues.  Women experience face-to-face TNLTs 
workshops such as those held by the INLT seemingly far less often over the 
age of 40 years and so TNLT participants replicate these gendered patterns 
that may be the result of traditional home life demands on women (see, for 
example, Ackers, 2000). 
 
Focussing on the INLT meeting in Washington D.C., 2010 however, reveals 
that the ratio of female to male academics was closer than at any other meeting.  
This perhaps suggest that although women academics have been under-
represented in the past in terms of numbers at face-to-face events, TNLT 
workshops such as INLT are attracting more women interested in learning and 
teaching year on year.  The study of academic travel draws attention to the 
wider networks that sustain modern universities (Jöns, 2008), that then provide 
important information on the extent and nature of the internationalisation of 
higher education.   
 
6.3.1 Professional life 
 
Face-to-face attendance at a TNLT workshop, often during term-time, means 
reshuffling of one’s professional responsibilities.  TNLT meetings can 
sometimes mean being away from one’s institution for just a few days or 
sometimes a week at a time.  This is of course dependent upon location and 
travelling distance.  Interviewees discussed both the positives and negatives of 
being away from university work and how travelling to meet other peers 
interested in learning and teaching can de-stabilise professional life, if only for a 
short period of time.  There is very little geographical research into how 
attendance at face-to-face meetings is conducted alongside paid duties.  This is 
where the findings from this chapter will fit into wider debates on geographers 
networking and networking practices.   
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Evidence within quotes such as those below highlights how juggling university 
demands such as teaching, with physical attendance at TNLT meetings is often 
problematic. 
 
Figuring out how to balance the teaching, improving teaching with all 
these other things that come as part of the job.  You know for people in a 
research university that tends to be, the barrier is finding the time, 
making the time, making the value for it (I33) 
 
I don’t have any problems with travel to be honest, the main problem I 
have is, they frown on it if the travel affects your teaching (I39) 
 
A few colleagues think that, comment on the fact that I spend too much 
of my time networking.  I’ve always argued that, that level of networking 
is like maybe, two days, I always thought that was part of the activities.  
I’ve always managed to balance teaching demands against the 
networking demands.  I suppose eventually when the funding dips away, 
the networking will shrink as well (I21) 
 
The difficulty in balancing obligatory institutional teaching demands with time it 
takes to travel to TNLT networking workshops and seminars repeatedly came 
to light within the interviews.  The interviewees discussed how to strike a 
balance between teaching, research, administration and then also networking 
internationally.  However, some of the interviewees view the face-to-face 
workshops as just another part of their daily work commitments.   
 
The rise in student fees, that is one of the problems with the [TNLT] it’s 
almost always in term time and that means you have to get colleagues to 
cover your teaching, they can’t do it for whatever reason, even if you get 
the money you can’t go and because our first priority is to our students.  I 
am aware because it happened in the department I was a student in, 
you’d turn up for class there’d be a note on the door which would say 
class has been cancelled I’m at a conference (I8) 
 
Despite having to rearrange teaching obligations, the opportunities to build an 
internationally recognised career through TNLT networking are often a major 
pull factor in participating.  The department’s loss of a teaching member of staff 
for a short period of time is often compensated, in the longer term, by the 
benefits brought in by that geography academic.  Recent discourses within UK 
media surrounding the future of university teaching highlights such a point. 
(Richardson, 2012).  The balance of teaching, research and administration 
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could be affected by the rise in tuition fees and a perceived rise in student 
perceptions and expectations of higher education teaching.  Reports suggest 
that although up to 86% of students judged university teaching as good or very 
good, only 14% of those students stated they would have felt they had had 
value-for-money if they had been charged the maximum tuition fees of £9,000 
per year.  For UK-based TNLT participants, in particular, who attend face-to-
face workshops during term time, the re-shuffling of teaching commitments with 
TNLT networking will be of ever increasing importance.  
 
6.3.2 Personal life 
 
Harmonisation of academic travel to TNLT events with family and home life is 
frequently sought.  For many TNLT participants, this balance can be just as 
difficult to achieve as for professional responsibilities.  The interviews indicate 
that the balance between family and TNLT networking is a complex situation to 
be considered in order to achieve a resolution that could, if not handled 
correctly, become a barrier to participation.   
 
Oppermann and Chon (1997) found that in regards to international business 
meetings, family obligations were a major underlying inhibitor and would deter 
members from participating in conventions.  The experiences of physical 
presence at face-to-face TNLT workshops and seminars are often guided within 
the interviews by the amount of time that is required to attend.  The 
interviewees often weighed the factors of getting to TNLT meetings against the 
output from those events.   
 
I have my own standards of my quality of life and I have a family and 
career is important but I try to balance it so I could use much more of this 
but I have to be selective because I do not want to stay on the same 
level all the time, I have to upgrade a little bit (I35) 
 
Women mentioned the balancing of personal life with work life much more often 
than men in interview.  This point links back to earlier in the chapter on 
discussions of women and increasing attendance at face-to-face events.  It is 
perhaps explained by the fact that as women are increasingly more active in 
attending face-to-face TNLT events, challenging traditional gender roles are 
playing a larger part in decision-making.  Ackers (2000) highlights that the 
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existence of children appears to have less consequence for males than females 
as in practice fewer women were able to combine having children with 
progression in a research career.  This quote from a female participant, 
highlights the complexity of trying to balance family, academic responsibility 
and TNLT participation: 
 
You may have a small daughter to care for now you don’t really want to 
go to [TNLT] for a week, you’d rather spend time with your daughter, all 
kinds of things (I8)  
 
Few men, if any on the other hand when talking about TNLT experiences 
suggested that balancing home life and TNLT activities was a barrier to 
attending TNLT events.  Although male interviewees did discuss their children 
or partners it was not in relation to personal life, more often discussing 
balancing their professional obligations.  Such findings affirm debates within the 
academic mobility literature on gender (see, for example, Ackers, 2000, 
Scheibelhofer 2008) and the roles that family and tradition still play in female 
academics networking experiences.  Such research highlights how female 
academics feel they are burdened more with child-care and domestic 
responsibilities than male academics. 
 
In terms of differences between the organisers and participants of TNLT events, 
such discussions re-iterate considerations outlined in Chapter 4 that highlight 
gendered practices.  Although roughly half of the participants (52%) within this 
study are female, only 22% of TNLT organisers are women13.  Previous studies 
such as Strober and Tyack (1980) and Whitehead (2001) have found that within 
the school education system women are more likely to teach and men are more 
likely to manage or be headmasters.  Within higher education, Jacobs (1996, 
p177) argued that women remain disadvantaged in terms of rank and 
institutional prestige whilst more recently Ackers (2000) and Jöns (2011) have 
discussed how gendered experiences in higher education are caused by 
traditional family patterns and gender roles .  This study affirms iterations that 
                                            
13 n=45 
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although women are attending workshops such as INLT more frequently, they 
do so as participants of TNLTs and not as organisers.   
 
6.3.3  Travel and socialising 
 
Arguably for some, two of the more pleasurable experiences when physically 
attending TNLT workshops and seminars are travelling and socialising.  
Previous geographical work such as that by Urry (2003, p156) describes the 
experiences of travel and socialising as ‘meeting-ness’ experiences.  
Temporary physical co-presence at workshops is crucial to social interactions 
that normally occur at a distance.  TNLT participants experience these 
clustered encounters that involve combinations of increasing distance and 
intermittent co-presence.  
 
Face-to-face TNLT workshops and seminars are often seen as a way to 
experience new places, countries and cities.  The travel in itself is an 
experience for some and not always just a means to an end. 
 
I expected also that the [TNLT] would open up opportunities for overseas 
travel (Q70) 
 
Opportunities to meet other academics/delegates from outside own 
country, opportunity to travel (Q111) 
 
The chance to combine both an international conference as well as participate 
in a TNLT event one might argue is important when resources are scarce.  It is 
important to re-iterate here that TNLT face-to-face events are often held prior to 
or after larger international geographical conferences such as the INLT at the 
Association of American Geographers (AAG) Annual Meeting or the 
International Geographical Union-Commission for Geographical Education 
(IGU-CGE) at the International Geographical Union Annual Meeting.  Having 
the pull factor of not only an international conference but to attend a face-to-
face TNLT meeting at the same time is an option that many TNLT participants 
find viable.  There are also accountability issues for many TNLT participants 
that require the travel that one does to a TNLT meeting to be regarded as 
important by one’s institution.  Therefore the amount of time spent travelling to 
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face-to-face meeting needs to be considered worth the outcome of the TNLT 
workshop. 
 
The physical act of travelling to TNLT meetings features strongly within the 
interviews of the TNLT participants.  Travel is discussed in two ways by the 
respondents; it is either firstly, a requirement, something that has to be endured 
to get to the meeting or secondly, an added extra to the experience of the face-
to-face setting of a TNLT event.  The interviews reveal that there are positives 
and negatives associated with physical travel to TNLT events, creating a 
tension between those who find the physical travel a necessity and those who 
enjoy the travel and associated benefits.   
 
I think having the [TNLT] with the [conference] is important.  It gives an 
extra reason to travel (I38) 
 
More negatively associated aspects of travel to TNLT events discussed by the 
TNLT interviewees focused on the by-products of physical travel, namely 
carbon footprint.  This aspect of the experience was discussed most frequently 
but interestingly was not a reason to stop travelling by air to future international 
TNLT events. 
 
It’s busy as well while they’re there, the whole thing is usually three days 
or something, with a day and a half of travel at each end of it.  Never 
mind carbon footprint, have they got time to do it? (I8) 
 
I look forward to it, I always learn so much so these networks are 
important I think, especially, the travel and the face to face, we won’t talk 
about my carbon footprint! (I11) 
 
Actually the carbon footprint thing is a really valid point (I18) 
 
Within the last decade, there has been much wider debate surrounding 
academic travel, conference attendance and reducing scholar’s carbon 
footprints (see, for example, Callister and Griffiths, 2007; Roberts and Godlee, 
2007).  Factoring in one’s carbon footprint problematises the experiences of 
travel to international TNLT events when it is perhaps on a different continent, 
therefore requiring air travel.  Traditionally, physical travel would have been 
required to maintain an international reputation and thus network capital by 
physically attending TNLT events.  However new technologies have the 
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capability of hosting completely virtual attendance therefore potentially 
replacing the need for physical travelling.  What is rarely found in the literature 
though, as Urry (2003, p156) and Larsen et al (2006a) argue is the idea that 
travel is sometimes necessary for social life, enabling complex connections to 
be made.  It is again the tacit or sticky knowledge exchange that cannot be 
replaced by online communication. 
 
Once, having travelled to get to a TNLT workshop or seminar, the experience of 
physically being with others with similar interests can often be rewarding and 
worthwhile, whilst for some challenging.  There is a rich literature, particularly in 
economic geography that discusses the role of face-to-face communication and 
the proximity and concentration of businesses for what they call the exchange 
of un-codifiable information (see, for example Storper and Venables, 2007).  In 
the case of TNLTs this may be learning and teaching knowledge and innovative 
practices.  For some, the workshops may be the only time that some academics 
network with others that have an interest in learning and teaching.  For some it 
will also be the only time to socialise with such a group.   
 
The meeting of old friends and acquaintances is also an experience at TNLT 
events, this particular socialising experience is dominated by the TNLT 
organisers.  There is arguably a core clique of learning and teaching focused 
geographers that attend many TNLT events through their position as organiser 
and facilitator.   
 
Socialising, I think it’s just vital, it’s a vital part, I think what happens is 
that if you’re looking to, using the network as a mechanism to help 
underpin collaborative research, co-authoring and the like, to some 
degree you can collaborate with people who you don’t know.  I think so 
much of this collaborative work very often depends on having a working 
relationship with someone who you can work out whether or not that 
relationship will work.  If you can establish whether those relationships 
can work by meeting, you can see how someone ticks and works and try 
it out, whereas other people you meet and you think ok, lovely person 
and all that stuff but I can’t see necessarily where there’s the right 
intersection to work, philosophies, attitudes or whatever.  I think it’s, it’s 
the other thing I suppose that helps to make the discipline human, you 
know, and humane because you’re working with people (I29) 
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Socialising is an important aspect of the TNLT experience and confirms 
previous ideas by studies such as Storper and Venables (2004, p356) who 
highlight that although networking does not always require face-to-face contact 
for socialising, it is reinforced by face-to-face contact. 
 
For some interviewees however, persuasive arguments to experience the social 
side to a face-to-face meeting is not as positive.  Thus their experiences of 
TNLT networking that have involved socialising have been a tougher 
experience. 
 
Yeah I haven’t done any of that.  I don’t particularly miss it either but a lot 
of business gets done in the bar doesn’t it?  That’s not happening for me 
I suppose (I8) 
 
That would explain why my career has gone the way it has...I am 
absolutely hopeless at that sort of thinking.  A lot of people have got on 
very well, being able to schmooze, meet people, and impress (I94) 
 
The antipathy of some of the narratives towards socialising at face-to-face 
meetings is not a common occurrence in the interviews.  Yet such experiences 
highlight that not all TNLT experiences have a positive impact on the 
participants or their encounters suggesting that networking advantages those 
with social skills and who enjoy the experiences. 
 
6.4 Barriers to participation 
 
Attendance at face-to-face workshops and seminars plays a major part within 
the experiences that geographers have when participating and engaging with 
TNLTs.  However, such attendance requires financial support and available 
time and these two factors are found to be the greatest barriers to participate in 
TNLT events.  There is a rich literature on the barriers to participation in CoP 
(see, for example, Ardichvili et al, 2003; Ardichvili, 2008).  Barriers such as trust 
and cultural norms are common within the literature, yet for most TNLT 
participants, travel to workshop attendance or virtual participation would not be 
possible without financial backing.  Similarly time constraints prevent 
involvement with TNLT activities.  There are three economic variables that 
explain international conference attendance, income; travel cost; and 
conference fee (Witt et al, 1995).  Within this study, the second and third 
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variables were frequently discussed by TNLT participants as financial 
constraints. 
 
Time and money would be the key barriers (I27) 
 
Cost in resources, time and money (Q99) 
 
It’s time consuming, it’s also, regarding the finance quite expensive and 
you have to invest lots of energy and work in that (I35) 
 
Often finance and time were mentioned together and were the two key 
contributing factors as to whether geographers decided to participate in TNLT 
meetings and activities.   
 
6.4.1 Finance 
 
Financial assistance was frequently mentioned when discussions turned to 
TNLT experiences.  Financial costs can be categorised into three main themes, 
workshop fees; travel; and accommodation.  These costs were often the 
deciding factors as to whether or not the academic would participate in face-to-
face TNLT activity.  For some interviewees they also took into account any 
financial implications for their department and how that subsequently impacted 
on them as a member of staff.  These themes concur with previous studies that 
found financial difficulties as being the main inhibitors in preventing conference 
attendance (Oppermann and Chon, 1997).  Studies such as Sonmez and 
Graefe (1998) argue that inhibitors to conference attendance are often more 
enlightening in understanding the participants’ experiences.  However, despite 
such previous studies on conference attendance, there is little discussion on 
the experiences that occur due to a lack of finance and subsequently how 
academics find monies to attend.   
 
Significant differences between gender and age group can be found within the 
survey data with regards to finance as a barrier to experiencing TNLT face-to-
face workshops (Table 6.3).  Firstly, women responded more often than men 
that finance was a barrier to participation and that they faced a lack of financial 
support from their department or institution.  Perhaps again, inequality between 
the sexes is less a matter of access to education but more the differentiation in  
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Table 6.3: Financial barriers to TNLT participation (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
Ba
rr
ie
rs
 to
 T
N
LT
 p
ar
tic
ip
at
io
n Little or no 
departmental / 
Institution 
financial 
support 
83 63*** 76 81 31 26 71 77 74 74* 71 82 38 126 
Finance 54 40 54 33 45 50 41 49 59 34**** 51 33 27 61 
Total (n) 92 95 74 33 29 8 111 72 87 100 43 18  
 
Source: Questionnaire data 
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the financial opportunities available to travel (Jacobs, 1996, p154).  Yet Jöns 
(2011) highlights that female participation in transnational academic mobility 
has considerably improved since the 1980s.  However, it is possible that female 
academics feel that they have little to no financial support from their 
department.  Over a decade ago Jacobs (1996) called for more research to 
situate gender inequality in an economical context and not just as a theme 
within other debates. 
 
Secondly, differences are revealed between age groups, as geographers below 
40 years of age were more likely to view finance as a barrier to TNLT 
participation than their older colleagues.  Drawing upon previous work 
suggesting that UK conference attendees were more likely to be under 44 years 
of age (Mair and Thompson, 2009) highlights a tension between the importance 
of attending face-to-face events and actually being able to afford face-to-face 
events.  It is important to mention, however, that such previous work is not in an 
academic context and there is little academic conference literature to draw 
upon.  As academics advance through their careers, finance can often be 
derived from other sources of funding.  Research monies as well as external 
funding and invitation may well fund TNLT participation in ways that an early 
career academic may not have put in place yet. 
 
A common thread running through the interviews was that the department they 
work in had not previously helped them financially to participate in TNLT 
activities.  Interestingly, however, there was also very little expectation that the 
department or institution would put any money towards their attendance at a 
TNLT event.  It was often felt that this situation occurred due to the nature of 
the network, the emphasis being on learning and teaching and not on 
discipline-based research. This study finds that there are three main ways in 
which geographers finance their TNLT participation, self-finance and personal 
money; research money and departmental funds; and external funding.   
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6.4.1.1 Self-finance and personal money 
 
Self-financing from personal money was typical within the interviews with 
overwhelming frequency in discussions that if one wanted to participate in 
TNLT activities, personal finance must be used. 
 
[Money for TNLT travel]…it comes out of my pocket.  [The University] 
they don’t have the money, they just don’t have the money.  I haven’t 
had a salary increase in four years (I19) 
 
More often than not I have used my own monies to do the travel, it’s like 
some people spend huge amounts of money to buy books, I do that too 
but I also think the travel is very important in terms of my own 
development as a scholar (I11) 
 
For some of the interviewees, this has meant that TNLT participation has been 
hindered. 
 
The [TNLT] meeting comes out of my pocket, like the educational 
conference I’ve just got back from, that came out of my pocket, which is 
why I have a real hard time trying to make international meetings, I 
should probably go to international meetings, I just don’t have the money 
(I19) 
 
However, despite lack of finance as inhibitor, little resentment was discussed 
within the interviews towards departments or institutions.  Often money for 
TNLT participation was seen as a bonus rather than an expected outcome. 
 
I wouldn’t expect full funding, some academics expect full funding, days 
off, days in lieu, the whole works.  I’ve always thought for those type of 
events [TNLT workshops] if you give me partial funding I’ll try to get the 
rest together (I21) 
 
These quotes above suggest that reflections on academics’ experiences of 
TNLT engagement are that financial assistance from department or institutions 
to network in learning and teaching is not expected.  Previous work such as 
Mair and Thompson (2009, p11) suggests that within a UK conference context, 
costs are a deciding factor as delegates are often required to contribute to their 
attendance, or even to entirely finance their attendance, when not required to 
attend by their employer.  TNLT events fit within this context that Mair and 
Thompson (ibid) discuss as most often not required by the department and so 
therefore not funded by the department.  It could be argued then that the 
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motivations to participate and the experiences of attending face-to-face 
meetings are of greater priority than spending personal money.  Therefore, for 
those academics that cannot afford to fund TNLT participation through personal 
means, the opportunities to network face-to-face are limited. 
 
6.4.1.2 Research money and departmental funds 
 
Whilst using one’s personal money is a regular theme, the use of research 
money and departmental funds is discussed often, but less frequently.  
Occasionally I’ve used research money for that to help support part of 
the travel. Absolutely it’s an investment in my career (I11) 
 
Being resourceful with different pots of money runs through the experiences of 
funding travel and accommodation.  Often learning and teaching networking is 
funded through other monies such as that for discipline-based research.  Within 
the interviews there is little consensus as to why TNLT participation is covered 
by departmental or institutional support for some and not for others.   
 
In fact, I spent about 15 years on the university travel grant committee at 
the [university] and that gave people roughly half the fare for their travel 
to international meetings.  We used to joke about people that we called 
‘frequent fliers’ as we were getting applications regularly for some people 
and rarely or not from other people.  We spent the money that was in the 
fund and we could never fund people fully but it’s a university with 
hundreds and hundreds of potential applicants and only a subset of 
people are interested in international communication and they would 
come back regularly, so those people would get institutional help (I7) 
 
We [TNLT] have no money of our own to cover travel costs; the only way 
we can operate is by our institutions paying our expenses to travel to 
meetings.  So we’re dependent upon the positive sense of support for 
such things by our universities fundamentally.  How that will pan out in 
the future, in the current financial and political climate, it’s quite difficult to 
say (I23) 
 
It only takes a little bit of institutional reform, people haven’t got any 
spare money and funding it themselves or these things.  It sort of feels 
like it could be quite tenuous, vulnerable in a way (I18) 
 
Such quotes above highlight the frailty of the TNLT experience as internal 
finance are often relied upon to support participants as well as the organisation 
of the TNLTs themselves. 
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6.4.1.3 External funding 
 
Within a UK context, external funding from National Teaching Fellow (NTF) 
awards, for example, can make a difference in the decision of travelling to a 
TNLT.  Currently, £10,000 is awarded by the National Teaching Fellowship 
Scheme (NTFS) to further professional development in the area of teaching and 
learning.  There is evidence of the NTF award being used to fund TNLT 
engagement within the findings14. 
 
It sounds really bad because, I think this, the reality is that, I wouldn’t 
have travelled because if I hadn’t had the NTF money I wouldn’t have 
had the NTF and if I hadn’t had that recognition at national level I 
wouldn’t have been progressing to international work, it wouldn’t have 
been on my radar if that makes sense?  It was because I got the NTF 
and I just thought right, what’s next?  I was so buoyed up by getting it, 
what’s the next thing, I’m moving really quickly now.  It sort of inspired 
me and motivated me to sort of do the next thing and so if I hadn’t had 
the NTF, then I wouldn’t have been looking around for it I don’t think.  I 
don’t think I’d have paid for it, I was just wondering what if I’d have got 
the NTF but hadn’t got any money, if it had been the recognition but no 
funds, I might have, what I would have done is I would have tried a lot 
harder at my university to get the funding to go.  I’d have applied for 
other grants to try to get the travel covered (I18) 
 
Other funding bodies such as the National Science Foundation in the USA 
provide funding often used towards TNLT costs15.   
 
NSF travel grants basically cover your airfare and they don’t get enough 
applications.  I didn’t apply to them much while I was employed full-time 
at the University (I7) 
 
These quotes above, are two examples of research monies that have been 
awarded to TNLT participants for travelling to TNLT events.  For non-UK and 
non-US-based academics who are not eligible for funding such as this, funding 
to travel to TNLT events has come from other sources. 
 
Ok, the main barrier is the financial barrier, because we are in a 
developing country, I cannot afford it by myself, therefore I just put a 
                                            
14 http://www.heacademy.ac.uk/ntfs NTF award is funded by amongst others the Higher 
Education Funding Council for England (HEFCE) 
15 http://www.nsf.gov/  
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Travel Grant application in the commission of [country], they have their 
own criteria to give the travel grant to the employees of the universities.  
That’s why they gave me the travel grant and make it possible me to 
attend that workshop in [country].  Without this support it was just 
impossible for me to go there. (I40) 
 
Quite often it’s by invitation, you get to a certain stage in life and they 
want you on board… so they’ll pay. I’ve travelled quite widely on that (I24) 
 
Career recognition such as in the quote above, membership on journal editorial 
boards or previous organisational experience, for example, can be reasons for 
invitations to TNLT events, and therefore externally funded attendance.  
Available funding is often a virtuous circle of opportunity for many TNLT 
participants.  External financial support for science-research travel is 
uncommon particularly for US-based academics who focus on research 
(Kuipers and Pruitt, 2008).  As such, to take the preliminary step to achieving 
financial assistance towards TNLT participation one must initially pay for travel 
expenses out of one’s own pocket.  When funding does exist, it is 
disproportionately captured by those with a desired reputation in learning and 
teaching.  In order to reach the stage of invitation to a TNLT event, an 
academic must have done some international travelling to previous learning 
and teaching meetings to network.  However, to get to this stage one must 
either have self-finance and personal money; research money and 
departmental funds; or external funding. 
 
6.4.2 Time 
 
Unlike finance, time cannot be created or applied for and a lack of time is a 
theme that runs through the interviews.  A lack of time to participate in TNLT 
activities and how this was overcome were frequently cited as barriers to 
participation (Table 6.4).  Time is taken up by TNLT activities, for example, 
when travelling to workshops or perhaps equally online. Time management was 
discussed frequently within the interviews as a barrier to participating in face-to-
face TNLT workshops and seminars.  Negative experiences of balancing time 
between both professional and personal lives were frequent considerations.  
Tensions often arose in the interviewees’ narratives between time spent 
participating in TNLT activity and time spent on research, teaching and  
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Table 6.4: Time barriers and impacts of participation (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to mid 
Late to 
retired % n 
Ba
rr
ie
rs
 to
 
TN
LT
 
pa
rti
ci
pa
tio
n 
Time 
constraints 73 71 75 83 66 75 70 73 69 75**** 72 72 73 61 
Im
pa
ct
s 
of
 b
ei
ng
 
on
lin
e Takes time 54 54 50 50 45 75 30 73* 41 66**** 51 61 56 61 
Total (n) 26 35 24 12 29 8 27 33 29 32 43 18  
 
Source: Questionnaire data 
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administration duties.  Indeed, previous work such as Severt et al (2007) 
discusses time as barrier for travel to conferences but there is little discussion 
within the literature of the experiences that academics have of the 
consequences.  Two significant differences can be drawn upon in relation to 
experiences of time as barrier to TNLT participation, namely by geographical 
location and age groups.  Firstly, those geographers based in non-native 
English-speaking countries were more than twice as likely to say that being 
online impacts on daily life and takes time.  There is perhaps an explanation for 
this within the digital inequality debates previously discussed in Chapter 2.  
DiMaggio and Hargittai (2001) argue that gaps in infrastructure and access are 
increasingly common as Internet penetration increases.  It is not a case of 
access or no access, it is a question of the type of access to TNLTs online.  
Findings from the survey data contribute to such digital inequality debates as 
experiences of TNLT access from those based in native English-speaking and 
non-native English-speaking countries can be seen. 
 
Secondly, differences between age groups with those over 40 years of age 
being more likely to regard both general and online participation as a time 
management factor than younger colleagues.  Hargittai (2002) found that 
younger people have a much easier time on the Internet than older people and 
that a lower level of web skill is attributed to less time spent on the Internet.  
Prensky (2001, p1) would surmise this as a discontinuity between digital natives 
and digital immigrants, whilst Palfry and Gasser (2008) use the terms 
‘millenials’ to describe those born into a world where digital technologies are the 
norm.  Younger people represent those that have grown up surrounded by 
technology, they think and process information in fundamentally different ways 
than their older peers.  Wilson and Starkweather (forthcoming) suggest that 
web practices of academic geographers reflect broader shifts in the academy, 
as new cohorts of graduate students emerge with greater exposure to and 
participation in web practices as part of their everyday teaching.  This study 
argues that it is not that those TNLT participants over 40 years of age are 
spending less or more time on the Internet in TNLT participation than their 
colleagues, they just perceive it differently.  More specifically, they find being 
online more time consuming.   
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6.5 Conclusion 
 
This chapter has aimed to fill gaps within the literature on learning and teaching 
networking practice by exploring three main experiences of academic 
geographers’ TNLT participation, namely, internationalisation; face-to-face 
workshops; and barriers to participation.  Drawing upon previous work on 
conference attendance, this chapter has highlighted the complexities of 
attending face-to-face TNLT events (see, for example, Severt et al, 2007; Mair 
and Johnson, 2009). 
 
Work such as Shepherd et al (2000) discusses the need for academic networks 
to have equality and plurality yet there is very little research that considers 
these experiences of geographers and their networking practices.  The first two 
themes of internationalisation and face-to-face workshops are underpinned by a 
desire of TNLT participants to experience learning and teaching in an 
international setting.  This is either enacted through generating new 
international experiences or building upon previous learning and teaching 
knowledge exchange.   
 
The transitory experience of face-to-face TNLT events is usefully contextualised 
by looking at international temporary clusters at trade fairs (see, for example, 
Maskell et al, 2004; Bathelt and Schuldt, 2006).  Studies such as these have 
found that participation in temporary events is facilitated to take stock of current 
situations and form future plans.  Yet, transient workshops can be seen to be 
underpinned by a desire to socialise, not just academic discourse.  This 
clustering is also a hotspot of intense knowledge exchange, network building 
and idea generation (Maskell et al, 2004, p1).  TNLT participant experiences of 
workshops and seminars are similarly short-period spaces where knowledge 
exchange occurs and internationalisation of learning and teaching is 
experienced. 
 
This chapter has also revealed some interesting findings within the data.  In 
particular, a common thread that ran through the experiences of participation 
and barriers to participation was that of gender.  In terms of discovering TNLT 
 176 
 
events, women were more likely to hear from email communication whilst men 
were more likely through publications.  It could be argued that female 
academics in TNLTs prefer to use pre-existing networks to further TNLT 
networking rather than finding out through publications and written 
communication as male scholars are more likely to do.   
 
Wider debates upon gender and networking are useful to draw upon when 
looking at women’s experiences of TNLTs.  Previous work has suggested how 
networking is especially critical to women to extend reach (Forret and 
Dougherty, 2004, p420) yet despite this, women have historically lacked access 
to important organisational contacts (see, for example, Ragins and Sundstrom, 
1989; Wellington et al, 2001).  Such arguments are influential to this study as 
TNLTs provide female academics networking opportunities possibly unavailable 
within other areas of academic life.  Thus, this study shows that female 
academics are using other types of networking tools such as email listservs to 
be kept updated on future TNLT events.  Barriers to female TNLT participation 
are also underpinned by traditional gender roles (see, for example, Ackers and 
Gill, 2008; Jöns, 2011). 
 
Urry (2003) argues that there is an increasing scale of physical travel that has 
grown simultaneously with the proliferation of communication devices that might 
substitute for travel.  Despite the increasing availability of virtual engagement 
(discussed in more detail in Chapter 8), the participant experience centres on 
internationalising learning and teaching and the face-to-face workshops.  
TNLTs in their current formats exist because of the Internet and digital 
technologies.  However, TNLT’s capacities would be limited without sporadic 
face-to-face meetings of international academics that participate within them.  
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7. 
 
OUTCOMES OF PARTICIPATION IN NETWORKS FOR 
LEARNING AND TEACHING IN GEOGRAPHY 
 
7.1 Introduction 
 
In both the UK and the USA there are moves to measure teaching quality 
principally on the basis of outcomes (Chalkley et al, 2000, p244).  Both face-to-
face meetings and virtual communication in TNLTs provide geographers with 
varying outcomes from their experiences.  The outcomes of these networking 
experiences can be non-tangible, for example, the exchange of ideas or 
meeting other academics and tangible, for example, collaborating on a 
publication.  Geographer’s experiences of TNLTs (discussed in Chapter 6) and 
their activities create outcomes for the participants.  Fontaine and Millen (2004, 
p8), shows how outcomes of networking in CoP are often categorised as 
beneficial yet engagement in academic networking for learning and teaching is 
not universally seen as bringing benefits in terms of career development.  This 
study’s findings reveal that outcomes of TNLT participation are on the whole 
positive and are deemed to be of a beneficial nature to the participants.   
 
This chapter considers how outcomes from TNLT participation improve 
understanding of international academic networking and the effects that the 
networking has once the face-to-face or online activity has ceased.  Although 
there has been a growing interest in virtual organisations, little attention has 
been paid to how such networks influence knowledge production (Wasko et al, 
2004).  As the outcomes of online networks are not well understood the 
following three sections will add to literature on the outcomes of academic 
networking practices (see, for example, Ardichvili et al, 2003) and the role that 
online networks play in higher education. 
 
This fourth empirical chapter is split into two main sections both considering the 
main outcomes that geographers had from participating in a TNLT.  The first 
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section discusses non-tangible outcomes, which can be further categorised into 
firstly, professional results and secondly, personal aspects.  The second section 
explores the tangible benefits of TNLT participation that include discussion of 
publication; research; and career promotion. 
 
7.2 Non-tangible outcomes 
 
The outcomes of networking are often described to be impalpable or difficult to 
define.  Words such as benefit were mentioned regularly within the interviews 
regarding the outcomes of TNLT participation, either online or at a face-to-face 
workshop.  Previous work has attempted to evaluate the benefits of CoP and 
the subsequent value to the participant (see, for example, Millen et al, 2002; 
Fontaine and Millen, 2004).  These CoP benefits were presented in Figure 2.3 
and include outcomes such as innovation, collaboration and learning and 
development.  Similar benefits are revealed within this study’s findings, 
highlighting that academic networking within TNLTs not only has an outcome 
for the participant but this is also passed on by the academic to colleagues and 
the wider university. 
 
Geographers have examined the outcomes of transnational academic mobility 
and research leaves abroad (see, for example, Ackers, 2008; Jöns, 2009).  
These examples consider circular forms of academic mobility, from the medium 
to long-term (3 months to 2 years).  This research on the other hand, focuses 
on short-term circular mobility, such as conference travel and online networking.  
These findings help to situate TNLTs within temporal academic mobility and 
networking highlighting where this study fills a gap within the geographical 
literature.  Wider literature on non-tangible outcomes is often situated within 
business and management discourses and presented as the result of effective 
networking practice and successful linkages (see, for example, Muruga-
Permual, 1998; Linehan, 2001).  Such definitions of outcomes, however, can 
also be applied to TNLTs.  The non-tangible outcomes of TNLT participation 
can as such be categorised into firstly, professional results, gaining new ideas 
and recognition and secondly, personal aspects, such as meeting new people 
to socialise with.   
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7.2.1 Professional results 
 
Professional outcomes gained by geographers from TNLT participation often 
relate to learning and teaching practice.  An understanding and sharing of 
others’ knowledge was considered beneficial for many TNLT participants and 
such insights are revealed within the quotes below.  
 
I feel benefit, [TNLT] helped me to know the various dimensions and 
methods of learning and teaching (Q4) 
 
Benefits of getting to be a better practitioner, sharing ideas, learning new 
practices (Q86) 
 
Not only was learning and teaching practice discussed as beneficial and 
valuable as an outcome for the TNLT participant, it was also considered to be 
useful for the university as exchanged knowledge was implemented back at 
institutions. 
 
Once you become a practitioner, you start thinking more about the 
practice.  People give me thoughts about how to do things differently 
with lectures, innovate, reflect on it, the impact of it (I21) 
 
The benefit is it has added to my own content base for my own teaching.  
I think it’s expanded my lessons a little bit (I33) 
 
Learned and shared best practice is often discussed within the findings as 
professional outcome from participants’ sharing of knowledge and ideas 
regarding techniques, methods and innovations.   
 
The third benefit is for my department and my students, this is very, very 
important for me and fourth this is also profitable for my colleagues (I35) 
 
Dewsbury and Naylor (2002, p257) argue that acts of dissemination are the 
goalposts of networking as they enable the interchange of agendas and 
arguments and so bringing knowledge back to one’s department and sharing 
learning and teaching is considered a main professional outcome from TNLT 
participation.  These ideas of learning and teaching best practice as 
professional outcome from TNLT participation can be further explored by 
looking at significant differences within the survey data, namely by, 
geographical location; age; and career stage (Table 7.1).  Firstly, geographers 
based in non-native English-speaking countries were more likely to state that 
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Table 7.1: Non-tangible outcomes (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to 
mid 
Late to 
retired % n 
H
ow
 h
av
e 
yo
u 
be
ne
fit
ed
 fr
om
 T
N
LT
 
pa
rti
ci
pa
tio
n?
 
Met like-
minded 
people 
59 62 65 47 57 68 53 79** 47 72** 56 73**** 62 117 
Best learning 
and teaching 
practice 
53 47 48 59 55 58 48 53 42 56 49 52 51 117 
General 
exchange of 
ideas 
44 53 50 47 47 37 34 79* 49 48 48 52 50 117 
Total (n) 59 58 48 17 58 19 77 38 53 64 84 33   
Source: Questionnaire data 
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an exchange of ideas as well as meeting like-minded people was more of a 
beneficial outcome from TNLT participation than those academics based in 
native English-speaking countries.  This perhaps can be explained by looking 
back to findings within Chapter 5 that suggested scholars based in non-native 
English-speaking countries were more likely to be motivated to participate in 
TNLTs for exchange and reciprocity, not just learning.  The professional 
outcomes of the exchange of ideas reflect similar motivations to participate.  
These findings differ from previous work on knowledge exchange such as 
Wasko and Faraj (2000) who suggest that within an organisational context, 
members are often reluctant to exchange knowledge with others.  Perhaps 
such reluctance can be explained by the business setting of  the knowledge 
exchange rather than academic knowledge exchange. 
 
Secondly, age and career stage have a significant impact on the perception of 
professional outcomes of TNLT participation when meeting like-minded people.  
Geographers aged over 40 years of age and those who considered themselves 
to be in their late-to-retired stage of their career felt more beneficial outcome 
than their younger or earlier career stage colleagues.  This is perhaps because 
as one reaches a later stage of their career, meeting like-minded people is 
important for sustaining an international reputation.  Advanced scholars may 
also differentiate between beneficial and not so beneficial academic and 
friendship exchanges better than younger colleagues. 
 
Such beneficial professional outcomes discussed above are similar to what 
Fontaine and Millen (2004) categorised within CoP engagement as community 
outcomes.  Individualism and collectivism have been discussed within previous 
chapters both in the context of motivation and experiences and it is no surprise 
that the outcomes of participation are seen in this way.  Wayne et al (1997) 
suggest that knowledge-sharing could be included within discussions of good 
citizenship where network participants buoyed by support reciprocate by 
engaging more readily.   
 
Other terms for non-tangible outcomes include value and support were 
mentioned when participants discussed how international networking in learning 
 182 
 
and teaching is viewed by their colleagues and by departments.  TNLT 
participation it is suggested is valued if it is considered to be of merit, worth or 
importance by others.  Value is a particularly important attribute by which CoP 
participants often recognise success (Wenger et al, 2002, p15).  Participation 
within networks that access existing knowledge, validate knowledge and create 
new knowledge is therefore involved in value creation (Saint-Onge and Wallace, 
2003, p321).   
 
A TNLT’s main objective is to improve and internationalise learning and 
teaching.  Interviewees confirmed discussions surrounding value from TNLT 
networking and that it is often found more within learning and teaching research, 
not learning and teaching practice.   
 
I feel like it is valued, practice maybe not tremendously but I think people 
in geography are sort of like that, oh s/he's going to be doing [learning 
and teaching] research in [country], you know that has some sort of pride 
associated with that (I1) 
 
Geographers with a learning and teaching focus such as Jenkins (1997, p10) 
argue that the ‘value’ of teaching is still however overwhelmingly undervalued 
and undermined alongside overpowering discipline-based research.  This point 
is expressed by some interviewees of how they perceive their department feels 
about their participation within TNLTs and subsequent professional outcomes.  
The quotes below highlight how negative and even apathetic colleagues or 
departments were to learning and teaching networking. 
 
 I think they couldn’t care less (I24) 
 
 Certainly not valued to the extent of being encouraged (I29) 
 
They were happy for me to get on with it, I suppose, they didn’t stop me 
doing it (I14) 
 
I’ve never been penalised for this involvement…I don’t know if my 
department has ever said, ‘thanks for doing this work’ though (I11) 
 
Such indifference is also revealed in statistically significant data by 
geographical location and gender as both make a difference in departmental 
perception of professional outcomes from TNLT participation (Table 7.2).   
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Table 7.2: Department perception of TNLT participation (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to 
mid 
Late to 
retired % n 
H
ow
 d
oe
s 
yo
ur
 d
ep
ar
tm
en
t /
 in
st
itu
tio
n 
pe
rc
ei
ve
 y
ou
r 
pa
rti
ci
pa
tio
n 
in
 T
N
LT
 a
ct
iv
ity
? 
Encourages 46 43 46 43 44 26 37 64* 50 40 48 33 45 126 
Shows 
interest 35 38 42 29 41 21 24 67* 43 31 40 27 36 126 
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Total (n) 66 60 50 21 64 19 77 38 53 64 84 33   
Source: Questionnaire data 
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Firstly, only 29% of respondents stated that they felt that their department or 
institution valued their participation in TNLTs and their activities16.  However, 
geographical location makes a difference to this.  Geographers based in non-
native English-speaking countries were more likely to state that their 
department or institution valued; facilitated; encouraged; showed interest; and 
provided recognition for their TNLT participation and subsequent professional 
outcomes than those academics based in native English-speaking countries.  
This can be perhaps explained by suggesting that at least in some non-native 
English-speaking countries, learning and teaching within geography has a 
higher status. 
 
In contrast, the neo-liberalisation of higher education and an increasing focus 
on output highlights how native English-speaking countries perhaps prioritise 
other aspects of geography such as discipline-based research above learning 
and teaching (see, for example, Castree, 2006).  There is a long-standing 
debate around the dichotomous relationship of learning and teaching and 
research (see, for example, Shore, et al, 1990; Hattie and Marsh, 1996; Barnett, 
1997). Studies such as Brew (2003) have more recently conceptualised these 
debates suggesting that if the relationship between teaching and research is to 
be enhanced it is necessary to move towards the notion of ‘academic CoP’.  
Brew (2003) however, fails to distinguish between educational systems which 
would have been useful in exploring why non-native English-speaking 
geographers’ learning and teaching networking is perceived to be more valued.  
Different degrees of neo-liberalisation within the university and the education 
system help to explain differences in attitudes towards discipline-based 
research and learning and teaching based research.  Looking in more detail at 
the survey data reveals that the greatest percentage of respondents that stated 
‘yes’ to all five of the variables of perceived outcomes of department perception 
of TNLT participation, value; facilitate; encourage; recognition; and interest, 
were female participants and based within non-native English-speaking 
countries (Table 7.3).  This is interesting in terms of the characteristics of TNLT 
participants now and in the future as currently a typical  
                                            
16 N=126 
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Table 7.3: Perceived departmental value (%) 
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Institution  
Total (n) Native English-
speaking 
Non-native 
English-
speaking 
Female 14 43 12 
Male 19 24 9 
Total (n) 12 9  
Source: Questionnaire data 
TNLT-er is equally female or male and equally based in a non-native or native 
English-speaking country (see Chapter 4).  Although women are currently 
equally represented within TNLT participation, if women perceive that their 
engagement with networks for learning and teaching is more facilitated and 
encouraged then perhaps the demographic of future TNLTs will be represented 
more by women and by women based in non-native English-speaking countries.  
Although female geographers based in native-English speaking countries are 
equally engaged in terms of numbers in TNLTs with their counterparts based in 
non-native English-speaking countries, this cohort of academics feel their 
departments take less interest.  Future TNLT participants may be more likely to 
be women than men and based in non-native English-speaking countries.  
 
Gender is a significant factor in professional outcomes (Table 7.2).  Overall, 
male geographers are more likely to say that their department and institution 
recognises their TNLT participation and subsequent outcomes than their female 
colleagues.  Such a finding may be explained by drawing upon previous 
discussions such as (Jacobs, 1996) that women face inequality within higher 
education.  The findings that women perceive their learning and teaching 
networking to be less valued than their male-counterparts perhaps reflects such 
gendered inequality.  Also, male participants are more likely to be organisers of 
TNLTs and consequently more research focussed, so this may explain the 
difference as well.  
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7.2.2 Personal aspects 
 
Despite much literature discussing the professional benefits that networking 
brings to the participant, networking within TNLTs can also provide beneficial 
outcomes for one’s personal life (Forret and Dougherty, 2004, p420).  Von 
Hippel and Von Krogh (2003) argue that personal benefits are more likely to 
accrue to individuals who actively participate and help others.  Friendship is 
revealed as one of the main non-tangible personal outcomes from TNLT 
participation.  Despite all of the TNLTs’ mission statements focussing around 
professional exchanges of knowledge, the face-to-face and online spaces 
facilitate the building of personal relationships too. 
 
I have made some good friends on the way (Q82) 
 
Friendship as outcome. I think if I look at that, it has been the real benefit 
and impact (I23) 
 
Such personal relationships within TNLTs can be categorised into four themes.  
Firstly, friendship is formed within TNLTs outside of usual social circles, 
therefore arguably TNLTs widen access to both academic and personal 
friendships.   
 
You share an interest, in this instance collaborative international 
teaching and learning in higher education, that’s what it’s all about (I10) 
 
Secondly, friendships form over a mutual interest in learning and teaching and 
move on to more personal conversations and subsequent personal 
relationships. 
 
Even if we didn’t write anything, those would be just great relationships 
to have (I29) 
 
It’s the one time in my life that I have actually benefited from who I’ve 
known (I18) 
 
The third benefit of friendship and personal reward goes beyond the TNLT after 
the workshop or event has finished.  TNLT initiated friendships can become 
more regular friendships so for example some interviewees suggested that they 
had offered fellow TNLT participants a place to stay during other conference 
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travelling.  In some cases, travel is initiated by the TNLT-based friendships and 
travel plans centre on the host’s country. 
 
I developed close personal friendships with people in a number of 
countries, particularly with some people in Spain and a couple of people 
in England.  I have made close friends in Barcelona, we’ve also been at 
meetings and travelled together in other parts of the world, Argentina, 
Hungary, you know, Australia.  I would say a lot of my travel has been 
through professional connections and I’ve probably been somewhere 
between 50 and 60 different countries and nearly all of that has been 
connected to professional travel and then has expanded into personal 
relationships (I7) 
 
Interviewees also discussed reliance on personal friendships, as acquaintances, 
within TNLTs for knowledge sharing and assistance with job applications for 
example. 
 
I know if I need input on ideas or thoughts or promotion applications, I 
can go to these people and vice-versa (I29) 
 
Finally, close ties are strongly related to friendship and outcomes of friendship.  
Granovetter’s (1973) study of employment networks highlighted how tacit 
knowledge was passed through weak ties; network contacts more effectively 
than through strong ties, such as close friends.  Recently, there have been 
studies of online friendships (see, for example, Cover, 2012 and Yuan et al, 
2012), these relationships embody the essence of what weak ties are.  Such 
current discussions are relevant to this study as the nature of how individuals 
keep in contact with others is changing.  Whereas written letters and telephone 
calls were normal communication methods 30 years ago, expedited ways to 
communicate, especially online, have altered the way we keep in touch with 
friends and acquaintances.  It is no longer unusual for academics to 
communicate with other unfamiliar academics through an online social network 
site such as Facebook for NCGE, for example, and to be known as ‘friends’ in 
that space.  Friendship in academia does not have to mean a personal or long-
term relationship, academic networking can often mean that academics are 
‘friends’ online for the duration of a conference or whilst collaborating.  TNLTs 
perpetuate such a definition of online friendship by facilitating networking within 
short periods of time. 
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7.3 Tangible outcomes 
 
Tangible-ness is defined by being palpable so, for example, a published journal 
article is a tangible outcome from TNLT networking.  Interestingly non-tangible 
outcomes such as friendship are the foundations for more tangible products.  
This study suggests that tangible outcomes can be categorised into three 
themes, firstly publication, secondly, research; and thirdly, career promotion.  
Interestingly, publication and career promotion have been discussed previously 
in Chapter 5 as main motivations to participate in TNLTs.  That publication and 
promotion are also two main outcomes of TNLT participation suggests that 
geographers’ motivations of publishing and gaining promotion credentials in 
participation are justified and subsequently manifest within the experiences that 
geographers have whilst engaging.   
 
7.3.1 Publications 
 
One particular benefit from CoP participation is the generation and 
dissemination of knowledge (Nonaka, 1994).  Geographers who participate in 
TNLTs profit through their engagement in academic networking by publishing 
learning and teaching knowledge and best practice through collaborations.  The 
publication of research is a vital aspect of academic life and is often a 
necessary factor in maintaining employment and achieving career progression.  
The UK university climate, for example, takes publication outputs as markers of 
individual and institutional performance which in turn is important for achieving 
funding.  Harley and Acord (2011, p1) suggest that peer review is strongly 
attached to reputation and signals a scholar’s value in a competitive academic 
marketplace.  As such, peer reviewed research publications increase chances 
of promotion and career progression.  This is particularly noticeable in the UK 
with the Research Assessment Exercise (RAE) or as it is in its current form, the 
Research Excellence Framework (REF) (see, for example, Castree, 2006).   
 
Meyer and Bhattacharya (2004) argue that knowledge production is 
increasingly of a collaborative nature.  TNLT publications are often the result of 
collaborative research confirming debates suggesting that the number of 
citations that articles receive increases with the number of contributing 
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researchers (Katz and Martin, 1997, p6).   
 
Drawing upon these ideas, publications are a main tangible output from TNLT 
engagement (Table 7.4).  Every second person publishes as a result of TNLT 
participation and as the quotes below highlight, TNLT participation is more 
greatly valued by colleagues when there is a tangible output such as this. 
 
Publications are like that parable. The chicken who baked the bread and 
no one was willing to be involved until the end, then they’re all hanging 
around because they wanted to eat some of it (I29) 
 
However, some interviewees’ discussed that despite publications being a 
tangible outcome of learning and teaching networking, publications were still 
not valued by colleagues or departments as networking outcomes. 
 
My department values publications in my subject, anything that is my 
publication in learning and teaching is not encouraged by my department 
at all (I18) 
 
We have an article coming out about education in Asia too and 
[colleague] and I won’t get nearly as much credit for those articles in 
education journals than if s/he would have put two articles in economic 
geography or something during that time (I33) 
 
The above interviewee’s quote highlights how although international, 
collaborative peer-reviewed journal articles are being published in learning and 
teaching focussed journals, they are not recognised within some geography 
departments.  There is an interesting point to make here, some TNLT 
participants discussed how in many geography departments, publication in 
pedagogically focussed journals may not receive the same kudos as 
specialised, subject-specific outputs. 
 
I think that they can see the value to a certain extent particularly when it 
becomes tangible in the form of articles, I think that’s when they really do 
tend to recognise the benefits (I31) 
 
However, there are examples within the findings where learning and teaching 
focused publications are considered to be of benefit to the department.  This 
quote above suggests that for a few departments whose research in learning 
and teaching is an explicit focus these published outputs will be much more   
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Table 7.4: Tangible outcomes of publication and research (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total  
Female Male 
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Published 
collaboratively 44 57 38 59**** 55 58 48 58 40 59*** 46 61 50 117 
Research 
collaboration 27 41 23 41**** 35 26 26 53** 28 39 30 46 35 117 
Research project 19 31 21 35 22 26*** 17 42** 15 33*** 17 46* 25 117 
Total (n) 59 58 48 17 58 19 77 38 53 64 84 33  
Source: Questionnaire data 
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valued.  
 
Publication as a tangible outcome reveals statistically significant differences 
between academics of different age groups.  It is perhaps not surprising to note 
that geographers over 40 years of age and those with a greater research 
workload are more likely to view publishing collaboratively as beneficial.  This 
would suggest that the research workload these geographers have encourages 
them to make sure that a tangible output of their TNLT participation is a 
collaborative publication as well as the more experienced researcher being 
sought as a collaborator. 
 
In order to explore in more detail the tangible outcome of publication, one can 
look at with whom TNLT participants are publishing, how they are publishing 
and where they are publishing.   
 
7.3.1.1 Written with whom? 
 
Collaborative TNLT publications can be categorised into three themes; firstly, 
the collaborations are often with unfamiliar academics; secondly, the 
collaborative relationships often last longer than they would under other 
circumstances and thirdly, the presence of online communication encourages 
sustainability of collaborative relationships.  Interviewees suggested that TNLT 
published collaborations are often different to other collaborations and 
publications in the manner in which they are written and with whom.   
 
Some interviewees stated that TNLT-inspired collaborations are often enacted 
with a wider circle of colleagues than would otherwise be unavailable through 
other social or academic networks.   
 
I had Brazil, the UK, US, Canada, we had Irish, British in our group and 
that was a well-balanced group so it is a very nice header on the paper, 
people look at it and say that’s really interesting’.  Having a finished 
project with numerous international names on, it shows that you work 
with other people, you work outside your little world, you work with 
people from all sorts of geographic, physical geographic backgrounds 
and what they study so that was really valuable (I36) 
 
Successful collaborations according to some interviewees are much longer-
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term collaborative relationships than others and are often initiated at TNLT 
events.  This collaborative relationship is then usually maintained online over a 
period of time as the same collaborators participate in other TNLT events and 
repeat these co-authorship patterns. 
 
Except for one of the panellists I knew them all in advance.  One from 
South Africa, the others were all people that I knew, a woman in 
Switzerland, one in the US, one from the Netherlands, one from Australia 
(I7) 
 
The online communication that TNLT participants engage in after a TNLT 
workshop or writing event facilitates further collaboration.  Online 
communication allows for remote access to others and despite physical 
distance, one could argue that TNLT online participation helps to sustain 
longevity in collaborative relationships. 
 
When I joined [TNLT] in [country] my team included two Americans, one 
Japanese, and me working together.  Then after the meeting workshop, 
we kept in contact and worked through the Internet and then we made 
an online module about migration and published it (I17) 
 
Previous studies have looked at the co-authorships and co-operation of 
academics in subject-specific science through collaboration (see, for example, 
Luukkonen et al, 1992; Glänzel and Schubert, 2004), arguing that higher rates 
of citations are obtained by internationally collaborative papers in comparison to 
other papers.  However, such discussions do not consider the pressures felt by 
academics that collaborate in specific networks such as TNLTs.   
 
7.3.1.2 Written how? 
 
TNLTs arguably provide a unique space both online and face-to-face in which 
publications are conceived, worked upon and completed within a set time frame.  
For example, the INLT specifically organises face-to-face events to create a 
space where geographers meet, amongst other things, to write an 
internationally collaborative peer-reviewed journal article.   
 
I thought that sounds brilliant and it looked like you would go to it, 
network with lots of people and get a publication (I18) 
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By organising such a face-to-face meeting, the INLT virtually guarantees 
attendees a collaborative published article (providing of course that the 
participant works on the paper and that the paper is accepted by the journal 
after peer review).  This method of producing publications for a journal by a 
TNLT is considered by some within the interviews to be rather unusual. 
 
The [TNLT] is such an oddity, a peculiar thing.  There are some of us in 
the Centres for Excellence in Teaching and Learning who run workshops 
who encourage people to get together and get things written but that’s 
not the same thing, to actually get a group of people together and say 
you are going to write a paper on this and that, that’s extraordinary.  I 
think that is really atypical.  So it’s really important to understand while 
everyone might enjoy being there, it might be a very good process, it is 
actually a very strange process and at one end of the spectrum. If you 
get the normal way people write, this would be way out on one end (I2) 
 
Although uncommon to be written in this way, journal articles have been 
published in three special volumes within the Journal of Geography in Higher 
Education.  The current volume being Changing Geography in Higher 
Education: Towards a Scholarship of Academic Practice: Papers from the 2010 
INLT Workshop17.  
 
7.3.1.3 Published where? 
 
Nevertheless, for those that participate within the INLT workshop mentioned 
above, the participants have no control over the journal that the article will be 
published in.  This has already been decided by the TNLT organisers and as 
such has presumably been chosen due to an affiliation with that particular 
journal.  The interviews revealed that there are geographical differences in the 
opinions of academics as to where TNLT material should be published.  
Beginning with a UK perspective, interviewees considered the Research 
Excellence Framework (REF). 
 
[University’s] position has been consistent ever since I’ve been there, the 
REF, the RAE is the priority. Anything I do in learning and teaching I 
should do in my own time, which is what I do.  However, what they used 
to say was once you’ve got your four you can work on your learning and 
teaching stuff in work time and that’s fine.  What they now say is once 
                                            
17 Volume 35, Issue 3 
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you’ve got your four, make those four better, make them higher quality, 
bring in more money (I18) 
 
Are people from the United States more supported and the people in the 
UK not because of the REF exercise?  I wonder if it’s because not just 
the funding, it’s because of the REF? (I18) 
 
For some UK-based interviewees, it was considered that the publications 
produced from TNLT participation were not the types of publications that were 
required by their university or department in terms of the REF.   
 
These are often team publications, which is something the Research 
Excellence Framework people have problems with here.  Of course, you 
work with things like [TNLT], they stimulate publication, the [TNLT] was 
particularly valuable.  But, in the end, this generated publications that 
had five or six authors and that’s not what the university is wanting.  
They want single authored things that they can use to apply to the 
Research Excellence Framework processes.  Research here is 
synonymous with Research Assessment Exercise if you’re not in that 
you’re not a researcher, it doesn’t matter what you’re doing (I24) 
 
The learning and teaching stuff, you know, still isn’t Research Excellence 
Framework-able or isn’t recognised in the Research Excellence 
Framework in most disciplines. [TNLT organiser] has been trying to get it 
in the last 15 years and still hasn’t quite managed it (I2) 
 
Despite the learning and teaching-focussed publication that TNLT engagement 
encourages and facilitates, the collaborations are sometimes considered un-
REF-able and will therefore not be included within institutional submissions.  
However, despite this, geographers still participate within TNLT activity and 
produce publications on research in learning and teaching.   This shows how 
the REF streamlines publication practices and prioritises subject-specific 
research over learning and teaching related publications.  For those TNLT 
participants from Australasian institutions, the Performance Based Research 
Fund is considered a flexible way of measuring publication impact and funding.  
Interviewees discussed how Australasian TNLT participants are much more 
able to have a bearing upon their publication impact with TNLT collaborative 
material than their UK counterparts. 
 
Here we have something called the Performance Based Research Fund, 
it looks at publications but it also asks us to fill in a section on what is 
called Peer Esteem. Now Peer Esteem would be for example being 
  195 
elected as president or being invited to do things and so on and there’s 
another thing called Contribution to the Research Environment that we 
have to fill in and that would involve these collaborations as well.  Now, 
the Performance Based Research Fund affects the funding that goes to 
different departments and universities, so in that sense, the work I do for 
the [TNLT] and the [TNLT], actually feeds into the Performance Based 
Research Fund and into the research funding so in that sense it’s very 
significant (I39) 
 
McGrail et al (2006) argue that Australian universities in the past had only a 
small percentage of academics actively publishing.  To counter-act this, long-
term interventions such as writing groups were considered beneficial strategies.  
This is not, however, only relevant to the Australian context (Castree, 2006).  
However, it is interesting to look at this as a national example of how outcomes 
can be different between countries.  This study suggests that examples of 
academic networking such as the TNLTs utilise publication writing spaces to 
facilitate participation in a similar, albeit more complex, writing group.  Thus 
providing international publication experiences to all. 
 
Previous work has suggested that not only are academics expected to or 
encouraged to publish; it is in fact unethical for researchers not to publish their 
findings (Savitz, 2000).  McGrail et al (2006) argue that those who publish 
already have the motivation and confidence to do so.  However, this study 
argues that for those academics that are not publishing as often as they can or 
should, TNLTs provide an academic space where outputs can be collaborative 
publications.   
 
7.3.2 Research 
 
The tangible outcomes of collaborative research from TNLT participation are 
multi-faceted and are often written for pedagogically-focussed journals rather 
than for more discipline-based journals.  Researchers have had a long-standing 
interest in investigating teaching in previous work on the internationalisation of 
the curriculum (see, for example, de Wit, 2002, p1).  However, tensions often 
exist for TNLT participants who experience an unequal balance in their 
professional lives between learning and teaching and research within 
departments.  Often relegated to a lesser role, teaching must compete with the 
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prevailing attitude of the importance discipline-based research plays (Bowden, 
2007, p3).   
 
Although innovations in learning and teaching are considered to be a beneficial 
outcome within some geographer’s departments, pressures of research can 
arguably be eased by combining research on learning and teaching issues.  
Nevertheless, learning and teaching research outcomes for some TNLT 
participants still do not place them equally under the umbrella of discipline-
based research or ‘proper research’ as one interviewee put it. 
 
It seems that learning and teaching is considered to be not acceptable 
research, but then that’s been the case for decades it’s not something 
that’s going to change overnight (I38) 
 
In our new administrative context probably it’s not valued because it’s 
about learning and teaching research, it’s not quite so important (I29) 
 
Quotes such as those above highlight an interesting point around the value of 
learning and teaching research and its importance alongside discipline-based 
research. Research as a tangible outcome from TNLT participation can be 
explored further interpreting significant statistical survey data by geographical 
location; discipline; age; and career stage (Table 7.4).  Firstly, geographers 
based in non-native English-speaking countries are more likely to say that a 
research project is an outcome of TNLT participation than those academics 
based in native English-speaking countries.  Thus it could be argued that 
TNLTs facilitate spaces where despite this, geographers based in non-native 
English-speaking countries have the opportunity to collaborate with colleagues 
based in native English-speaking countries as well as other non-Anglo-phone 
peers.   
 
Secondly, discipline, age and career stage are most likely to influence one’s 
perspective on the tangible outcomes of TNLT participation.  For example, a 
physical geographer, over 40 years of age and in their late to retired career 
stage is more likely than their younger, earlier career stage human geography 
colleagues to benefit from outcomes of TNLT participation in learning and 
teaching.  It is perhaps a factor of ones age as to why older academics perceive 
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research projects as a tangible outcome of networking.  It is also possible that 
physical geographers either perceive the research projects as a tangible 
outcome more than their human geography colleagues or that they tend to 
organise more international projects as part of their collaborative culture. 
 
7.3.3 Career promotion 
 
The publications that geographers are producing through TNLT engagement 
can be considered as contributing factors to the other tangible outcome of 
career promotion and career advancement.  It can be argued that TNLTs 
contribute to aspects of geographer’s employability and as such academics with 
an interest in learning and teaching can take advantage of these networking 
opportunities.  Employability is still contested territory and although the concept 
is open to different interpretations, it has emerged as one of the dominant 
agendas for modern higher education (Gedye and Chalkley, 2006, p9).  Being 
employable is an attribute that makes geography academics more likely to gain 
employment, pursue career development or career promotion.  In recognising 
that individuals have their own specialist knowledge, employable people know 
how to apply that knowledge, and acquire new knowledge as well as having the 
aptitude to continue to learn and develop skills and knowledge to become 
continuously employable (Stephenson, 1998, p10).  TNLTs provide spaces 
where knowledge application and acquisition is a continuously exchanged 
medium within TNLT engagement and arguably alters the status of one’s 
employability.  After all as Forret and Dougherty (2004) argue, the primary 
purpose of networking is for the receipt of career benefits.   
 
Bringing about a positive student experience has led many higher education 
institutions to introduce a range of career paths to ensure that their most 
competent teachers are identified, formally acknowledged and rewarded (Fry et 
al, 2009, p486).  Some interviewees confirmed how international networking 
within TNLTs has had an outcome on their career paths.   
 
I think it [TNLT networking] is seen as valuable for one’s personal 
development and for the school or the institution you’re working in as a 
whole (I28) 
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I think [department] do value it and certainly it’s useful for career 
progression, to be involved with international colleagues…they want to 
see that you belong to groups of international colleagues, so yeah it is 
important for career (I27) 
 
Yes, they appreciate it, especially for females when they are going 
abroad, in that way they value it…because to gain promotion at the 
university they have some criteria of international publication and also 
international conferences attended, so such visits increase the chances 
for promotion (I40) 
 
Within this study, the word employability for the most part is used by the 
interviewees in a positive way.  In the main, having an interest in learning and 
teaching thus, subsequently engaging in TNLT participation has given most of 
the interviewees, employable attributes.  This study suggests employability can 
be categorised into four themes.  Firstly, interviewees suggested that they were 
more confident in applying for jobs having had TNLT experience.   
 
I definitely do see the employability.  Right now, I’m looking around for 
new jobs, they ask what types of organisations I’m in and they ask 
questions like that and to be in this international organisation with people 
that other people know (I35) 
 
Secondly for some of the interviewees, TNLT participation had an outcome on 
career promotional opportunities within their home institution and this was 
considered a direct effect of TNLT networking. 
 
No doubt about it. I think in my previous institution, it had a lot to do with 
me getting promoted to principal lecturer, and was certainly a key factor 
in getting successfully employed here in [university] (I16) 
The students tell me they enjoy the lecture content and that is going to 
count much more towards tenure, employability, promotion, bringing 
something unique to the table in a job interview (I33) 
 
Thirdly, some interviewees are strategic in their TNLT participation, in trying to 
gain the edge in a competitive employment market. 
 
Career wise it was a good strategy, I managed to keep the research 
going and the teaching going and it allowed me to get promoted as fast 
as was physically possible (I29) 
 
Well yes, I think so, having that exposure it just...I don't want to frame it 
this way but it is a competitive edge I think to have that international 
connection (I1) 
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If someone’s thinking ‘I want to develop my career, and this is the area in 
which I want to develop it’, it would be very useful to have support at 
various points in the future for promotions that they might see.  I wouldn’t 
be surprised if there were some people who sort of initiated that from 
early-ish on in their careers because of their aspirations (I23) 
 
Fourthly, employability was discussed by some from the perspective of how 
they themselves would view an academic with such TNLT experience.   
 
I think if I was appointing somebody to my department I think I would be 
looking for somebody who did have an international dimension to their 
work.  Somebody like that, rather than somebody who has no 
international links at all.  I think it does improve employability, actually 
the key thing in employability in academia is having an international 
dimension, absolutely crucial (I39) 
 
I am at the end of my career but I think that for young people it is 
absolutely important because it is a good place to get new ideas and to 
know about other university ways of doing.  It is a meeting point and this 
is very important when you are starting your career, to have some place 
where to go and find people who are doing the same as you.  It makes 
no sense to remain inside the borders of your country (I6) 
 
Conversely, there was a consideration from some interviewees that as a result 
of having a learning and teaching focus and having engaged over a significant 
period of time in TNLT activity, their employability had been hindered.   
It shouldn’t be a hindrance. Emphasis on shouldn’t. I think it very much 
depends upon the middle management, so the Heads of Department 
and their attitudes.  If someone has got a very good research track 
record in publications, then seeing things like [TNLT] by the side of it 
would say that’s interesting.  If they have lots of INLT type things and 
very little research, they probably won’t even be interviewed at certain 
universities.  Now I think that’s sad, I don’t agree with it (I32) 
 
I haven’t as many applications as I would have out, I haven’t gotten 
interviews at research schools and I think that’s because my focus tends 
to be shifted more towards the students (I33) 
 
I could tell you how several other leaders of networks who have 
experienced the same things as me and their careers have not advanced 
because of the work they were doing. Networking is not valued by many 
higher education institutions, yet it is seen as essential in the world of 
business.  The coordinators I know are special people who are able to 
connect and orchestrate networking at a high level, but their skills are not 
appreciated by their institutions (I38) 
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Interestingly, the three quotes above are from interviews with those involved in 
the organisation side of TNLTs.  As such they arguably spend more time than 
participants on TNLT activity and have invested their career decisions in 
learning and teaching.   
 
At times one does feel that learning and teaching things are rather 
overlooked or regarded as being unimportant, not building up your CV or 
something like that, they’re not really treated as seriously as they should 
be (I39) 
 
Personally for me, I'm in a strange situation. It hasn’t been of value to me 
because of the way UK higher education has become focussed on 
disciplinary research and not teaching and learning.  It’s meant that my 
own career has not advanced, the network was not seen as a positive 
thing and it was perceived as not important or taking me away from other 
things that I was supposed to be doing (I38) 
 
This highlights the tensions between learning and teaching alongside other 
duties in higher education as well as the recognition and standing of those 
geographers within their departments and universities.  As an example, these 
quotes show how well-connected and well-networked academics provide an 
alternative insight into a geographer’s experiences of networking outcomes 
compared to usually more positive discussions.  Although this was not a 
common perception within the interview findings, such feelings were iterated by 
long-standing learning and teaching-focussed geographers.  Such a discussion 
about how a learning and teaching-focussed career could contribute to a less 
employable geographer is interesting and problematic. Much previous 
geographical work such as Wakefield et al (2008) and Ribchester and Mitchell 
(2004) have discussed employability with regards to students, with much less 
discussion on staff employability.  It could be argued that TNLTs can create a 
bubble of academia where there is a focussed atmosphere of learning and 
teaching that may not be sustained when the participating academics return to 
their institutions.   
 
7.4 Conclusion 
 
Two main outcomes of TNLT participation have been explored in this chapter, 
namely non-tangible and tangible.  These professional and personal outcomes 
have been considered by drawing upon previous work on the outcomes and 
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benefits of CoP participation (see, for example, Millen et al, 2002; Fontaine and 
Millen, 2004).  The findings explored within the two sections revealed some 
similarities to Millen et al’s (2002) categorisation of benefits as outcomes from 
CoP engagement.  There was also a differentiation made between professional 
and personal. Bargh et al (2002) suggest that virtual groups can be fertile 
territory for the formation of friendships and even close relationships because of 
the shared interests and values of the members.  Friendships were often 
formed during collaborative activities and perhaps would not have been made if 
spaces such as TNLTs were not available.  Wider debates surrounding the 
outcomes of networking in learning and teaching are contributed to by exploring 
different types of non-tangible and tangible outcomes of learning and teaching 
networking.  Although similar themes have been explored in previous studies, 
there were some interesting differences.  Geographical location, for example, 
makes a difference towards perceptions of value, encouragement and 
recognition.  Reflections on the priority and status given to learning and 
teaching by geographers based in non-native English-speaking countries can 
help to explain why there are such systematic differences between the two 
groups.  Interestingly too, women based in non-native English-speaking 
countries are experiencing beneficial outcomes from TNLT participation more 
than their male counterparts by stating that they are more likely, amongst other 
factors, to be supported to network internationally in spaces such as TNLTs.   
 
Again there was evidence that outcomes are perceived as to having individual 
and / or community oriented characteristics.  That is not to say that those who 
have experienced outcomes from networking have experienced both of these 
but may experience one or both.  Schlager and Frasco (2003, p206) suggest 
that CoP can play important direct and catalytic roles on networking outcomes.  
However, they also point out that the question of what catalyses positive 
outcomes from CoP remains largely unresolved.  Knowledge flows between 
communities and networks have yet to be empirically explored (Tagliaventi and 
Mattarelli, 2006, p292).  This study argues that in networks such as TNLTs 
where the participants are geographically dispersed, beneficial outcomes act as 
leverage for others to sustain higher education academic networking in learning 
and teaching.   
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8. 
 
THE ROLE OF INFORMATION TECHNOLOGY IN 
FACILITATING NETWORKS FOR LEARNING AND 
TEACHING IN GEOGRAPHY 
 
8.1 Introduction 
 
Since the electronics revolution began over half a century ago, higher education 
has been consistently challenged by new innovations to keep pace with 
information technology, the Internet and more recently digital communication.  
Arguably, academics have more options than ever before in how to teach more 
effectively and facilitate students’ learning better.  Despite this, an OECD (2005) 
study found that technology has had more of an impact on administrative 
services than on the fundamentals of learning and teaching.  However, higher 
education learning and teaching it could be argued has benefited from many 
evolving technological advances as teachers facilitate and improve scholarship 
with innovative technologies.  Whilst there are examples of good technology 
and higher education learning and teaching practices, these are by no means 
the norm (Bradwell, 2009).   
 
TNLTs use information technology by providing online platforms for their 
participants to communicate.  Within the literature, learning and teaching is 
often discussed in terms of e-learning and distance learning (see, for example, 
Hardwick, 2000; Reeve et al, 2000).  E-learning or blended learning as it is 
sometimes referred to, is often associated with student-centred practices (see, 
for example, Lynch et al, 2008; Mavroudi and Jöns, 2011; Ribchester et al, 
2012; Hill et al, forthcoming).  
 
TNLTs use various ICT such as emails and listservs (Table 8.1).  Whereas the 
use of Web 1.0, such as websites are universally adopted, one can see only a 
varying degree of uptake of Web 2.0 technologies.  Castells (2001, p386) 
questions whether the Internet favours the development of virtual communities 
and even if they are real communities.  Communities of Practice (CoP) require  
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Table 8.1: TNLTs and technology use 
TNLT 
Web 1.0 Web 2.0 
Website 
Email / 
Listserv 
Online virtual 
environment 
Online social 
network 
Twitter Wiki 
NCGE ✓ ✓  ✓   
IGU-CGE ✓ ✓     
CGB ✓ ✓     
Eurogeo ✓ ✓ ✓  ✓  
INLT ✓ ✓     
Herodot ✓ ✓ ✓  ✓  
GFDA ✓ ✓     
CGGE ✓ ✓     
Giraffe ✓   ✓  ✓ 
Source: TNLT websites 
 
six main resources in order to operate (Coakes, 2006) (see Chapter 2).  By 
adding the seventh of providing digital means of communication, one can 
propose that CoP are real online communities.  This chapter is the last of five 
empirical chapters and is split into four sections, each discussing one of the 
main ways that technology facilitates TNLTs.  The first section focuses on 
online communication, the second builds on this by discussing online social 
networking, the third explores virtual meetings and the fourth section considers 
the concept of global digital inequality.  Although previous chapters have 
considered some virtual aspects of TNLTs, this chapter considers the overall 
role of technology in facilitating international academic networking.  The 
following four sections will add to two bodies of literature, namely the 
networking experiences of academics with an interest in learning and teaching 
and the role of technology for academic networking.  
 
8.2 Online communication 
 
The growth of information and communication technology in higher education 
has paved the way for experiments in teaching and learning, including the 
practice of linking faculty and students worldwide using the Internet and World 
Wide Web (Solem et al, 2003, p240).  Online interaction between TNLT 
participants for learning and teaching purposes encompasses both informal and 
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formal communication that occurs, for example, when working on a piece of 
collaborative writing. 
 
This study finds that online communication in all of its forms is the most 
common method of communicating between the TNLT participants.  Within the 
survey data, significant differences can be seen by geographical location; age; 
and career stage within online communication use (Table 8.2).  Interestingly, a 
high share of the respondents is not uncomfortable being online.  Participants 
based in non-native English-speaking countries were more likely to say that 
being online was not a comfortable experience for them and they were more 
likely to participate in TNLT activity for the face-to-face experience.  Statistics 
such as those on the Internet World Stats website18 highlight how Internet and 
online communication is penetrating a greater rate of non-native English-
speaking countries than ever before.  Therefore the un-comfortableness for this 
group of TNLT participants it could be argued might be more a factor of the 
English language dominance on the Internet than the technology itself.  This is 
despite previous work such as Kelm (1996) arguing that electronic networks 
have the potential to communicate across all linguistic boundaries.  10% of 
respondents stated they found being online an uncomfortable experience, these 
were equally men and women and were based in five European countries.  As 
such, it could be argued that despite discomfort of performing online 
communication, TNLTs facilitate online international communication regardless 
of first language.    
 
However, geographical location also makes a difference to how TNLT 
participants view online communication.  Those scholars based in non-native 
English-speaking countries were more likely to say that being online enhances 
the overall experience of TNLTs.  This highlights the complexity of using the 
English language as a vehicle through which to communicate on a global scale.  
This finding agrees with previous geographical debates such as Rodríguez-
Pose (2004) who argued that in order to preserve geographical tradition, the 
English language is a useful tool.  This is, however, dissimilar to more common  
                                            
18 http://www.internetworldstats.com/  
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Table 8.2: The roles of ICT in TNLTs(%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to 
mid 
Late to 
retired % n 
W
hy
 
pa
rti
ci
pa
te
? 
Face-to-face 
communication 34 45 38 50 38 44 22    74* 41 38 37 46 74 117 
Ba
rr
ie
rs
 to
 
pa
rti
ci
pa
tio
n?
 
Being online 8 14 10 0 10 0 15 9 7 16 9 17 11 61 
Lack of Internet 
access 0 6 4 0 3 0 4 3 0 6 0   11*** 3 61 
Be
in
g 
on
lin
e 
Increases skills 65 63 59 58 59 88 59 70 48    78*** 61 72 64 61 
Increases 
confidence 50 57 50 58 48 63 59 52 35    72** 47   72**** 54 61 
Is not comfortable 12 9 8 17 3 25 0     18*** 10 9 9 11 10 61 
Total (n) 26 35 29 8 29 8 27 33 29 32 43 18   
O
nl
in
e 
TN
LT
s…
 
Enhance 
experience 54 67 54 70 57 79 52      80** 63 58 59 64 59 128 
Total (n) 67 61 65 19 29 8 86 39 59 69 95 33   
Source: Questionnaire data  
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geographical rhetoric (see, for example, Garcia-Ramon, 2003) that has argued 
that English as an Anglo-American hegemonic tool dissuades other languages 
or schools of thought from global discourse.   
 
Those participants aged over 40 years were more likely to say that being online 
increases skills than those aged under 40 years old.  Whilst those academics 
aged over 40 years and those who considered themselves to be in their late or 
retired career stage are more likely to say that being online increases 
confidence.  These statistically significant findings reflect typical generational 
differences regarding online activities that have been discussed within the 
literature.  Prensky (2001) uses terms such as Generation X and Y, Digital 
Immigrants and Digital Natives to define the differences between generations’ 
technology familiarities within the last few decades.  In more recent work, such 
as Prensky (2009), the term Digital Wisdom has been coined to describe 
decreasing inter-generational differences as everyone is now born into a 
somewhat digitalised world.  Within this study, older or later career stage 
academics were more likely to perceive that online communication increases 
skills and confidence.  It could be argued that younger or earlier career 
academics perhaps do not see the benefits of online communication as much, 
as it is just the norm.   
 
The following three parts of this section consider the online communication 
methods that TNLTs and participants use.  They are categorised into the three 
main themes of email, websites and Skype.   
 
8.2.1 Email 
 
By far the most commonly referred to method of online communication between 
TNLT participants is email.  The first ever email was sent in 1971 and it would 
not be an understatement to say that electronic mail has revolutionised higher 
education communication.  For the purposes of TNLT communication, email is 
probably the simplest method and has been the major communication 
technique.  Tyler et al (2001) found that email communication is the most used 
communication method between members of CoP. 
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I communicate over email to get the right people based on their articles; 
some of them are very responsive.  I have a colleague from Denmark 
and I asked him for a .pdf of his article, it took him just two minutes to 
email me and now we are friends (I35) 
 
Despite mostly positive discussions about the usefulness and speed of email 
communication, there were some reservations about the use of email for TNLT 
communication.  Interviewees suggested that emails are much easier to ignore 
than face-to-face communication.  
 
Sometimes via email communication some people do not react (I35) 
 
Many interviewees suggested they would not be particularly surprised if their 
email communication was ignored by other TNLT participants and as such this 
was often the most suggested drawback of email communication.  Bargh and 
McKenna (2004) note how pitfalls of email communication are implicit in the 
assumptions that people are increasingly concerned about time delays in 
hearing back from recipients.  However, it was noted by many that such 
practices ran deeper than just TNLT engagement, email ignorance ran through 
all of academic life in fact.  An email is easy to ignore, particularly if the 
recipient has no interest in the title or subject content.  It was noted by some 
that also emails can go unnoticed or dismissed as junk mail.  Anecdotally, 
terms such as ‘information overload’, ‘email fatigue’ as well as ‘email 
bankruptcy’, are commonly used when one has a large number of unread 
emails.  However, DiMaggio et al (2001, p323) argue that the advantages of 
using email compared to verbal communication such as the telephone enables 
much more control of pace in communication.  In other words, one can choose 
when to respond, if at all. 
 
The interviews revealed that the crux of any negatives associated with email is 
whether the recipient recognises the sender.   
 
If you are sending emails just after seeing each other or contacting each 
other in the conference but if you email someone from another country 
asking for a discussion to start, they may not be interested in getting 
back to you (I22) 
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Having previous face-to-face contact has a potential bearing on whether a 
participant will respond to a TNLT focussed email or not.  An email from 
someone unfamiliar has a greater chance of resulting in non-response. 
 
So really though you’ve done some online work in advance, having the 
chance to know these people personally face-to-face through the 
meeting then facilitates the subsequent communication by email (I7) 
 
Another major contributing factor to the interviewee’s discussions on emails is 
listservs.  Listservs are indiscriminate emails that do not concern everyone that 
they are addressed to.  Many of the TNLTs have a listserv email which anyone 
can use to send an email to all connected email addresses. 
 
The thing about email listservs in general is that…about information 
overload, half of them I get I simply don’t have the time to read them.  I 
can’t read all of them in the 10 minutes before class. For a [TNLT] to be 
virtual and entirely supported by distribution lists, well I think that’s where 
the issues arise when people simply don’t have the time to keep up with 
them (I8) 
 
Thus some interviewees suggest that although single emails can often go 
ignored so too can TNLT listserv emails.   Most often, email communication 
exponentially increases between individuals or between groups of people after 
they have met face-to-face at a TNLT event.  
 
Recent media stories have argued that email may have had its day within 
constantly changing technology (Graham, 2011).  Just as the Internet has been 
called archaic (Grefenstette and Nioche, 2000) so perhaps email might also 
become to be considered old-fashioned.  This is due to the nature of 
technological progress and as newer technologies are integrated into higher 
education, email may become a more cumbersome technology than its 
successor.  Some argue that flow-based tools such as wikis with their approach 
to creating ambient knowledge and awareness for others outmanoeuvre the 
email as a lonely medium (Bryant and Charmaz, 2011).  Despite this, email is 
probably the most advantageous online communication method for TNLTs at 
this present time.  Email is most beneficial when the sender and recipient have 
some kind of familiarity. That is not to say that there is no email communication 
between unfamiliar TNLT participants, it is often just less. 
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8.2.2 Websites 
 
The use of the World Wide Web and websites began in 1990 (CERN, 2012).  
All of the nine TNLTs have a website and stages of technological advancement 
vary.  For some, such as the INLT and the IGU-CGE, the websites are more a 
space for the transmission of information, but for Giraffe the website 
incorporates a much more interactive piece of technology, the main focus being 
a wiki.  Within the literature there is little if any discussion about the types of 
websites that CoP use and how experiences of these can effect interactions.  
The majority of the TNLT websites would be considered to be Web 1.0, a top 
down approach to virtual communication.  The Giraffe website however, is a 
Web 2.0 approach which facilitates interaction and collaboration.  
Unsurprisingly, as Giraffe is the most recently organised TNLT it uses a more 
participatory online communication method.  What all of the TNLTs have in 
common, however, is that they occupy an online space for participants to view 
and interact with.  The website is almost an advertising space for geographers 
to promote the TNLTs, their past events and future ambitions (Table 8.3).   
 
Some interviewees suggested that the TNLT websites, for the most part, 
underwhelmed and despite the possibilities of a more interactive nature, the 
TNLT websites were more a vehicle for information transfer than space for 
interaction, in other words, more Web 1.0 than Web 2.0.  
 
It’s like a message board.  Here are the activities, here’s the posting, 
here’s a listserv you can send stuff out with, it’s more transmission than 
integration. You need somebody involved with a skill base, change the 
format.  At the moment it’s a need thing, no one’s got the need to do it, in 
its current format it’s definitely Web 1.0 (I21) 
 
Websites tend to be just a transmission of information, the [TNLT] 
process could be done much more effectively online (I18) 
 
Interestingly, it was the TNLT organisers that reflected the most that perhaps a 
TNLT website had not lived up to its initial promises.  It could be argued that 
during the last decade, technological advancement has progressed a lot faster 
than the TNLTs ability to keep up to date with Web 2.0.  As a result of this, 
expectations of what websites can offer are often higher than what the TNLT 
organisers can either deliver or change. 
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Table 8.3: Content of TNLT websites 
 
TNLT 
Home page 
/ welcome 
About 
TNLT 
Membership 
/participants 
Latest 
News 
Past 
events 
Future 
events 
Collaborations Research Outputs 
Contact 
details 
TNLT specific 
NCGE ✓ ✓ ✓   ✓ ✓  ✓ ✓ Webinars 
IGU-CGE ✓ ✓   ✓ ✓  ✓ ✓   
CGB ✓ ✓  ✓ ✓ ✓   ✓ ✓ Jobs, FAQ 
Eurogeo ✓ ✓ ✓ ✓ ✓ ✓   ✓ ✓  
INLT ✓ ✓ ✓ ✓ ✓ ✓ ✓  ✓   
Herodot ✓ ✓ ✓ ✓ ✓   ✓ ✓ ✓  
GFDA ✓ ✓  ✓ ✓ ✓   ✓ ✓  
CGGE ✓ ✓   ✓  ✓ ✓ ✓ ✓ Modules 
Giraffe ✓ ✓        ✓ Contribute to 
wiki 
Source: Own survey of TNLT websites in 2012 
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It was largely set up as a place to put some information, load up details 
of the sessions that were being held, to house the newsletter, initially it 
was thought to be probably rather more active than it became (I14) 
 
The organisation has a website, I have to be honest and say it is a little 
outdated and again that’s something we’ve tried to bring into the 21st 
century (I28) 
 
‘We’ve set up a website, we didn’t have a website at all and it was all just 
paper copies.  I think it was about 2006 we set up a website and I think 
that was a major breakthrough but obviously we need to keep the 
website up to date and there are a few things that need updating on it 
(I39) 
 
There is a divide between perceptions of what some TNLT participants expect 
from online communication and what is actually delivered by the TNLT 
organisers.  Reasons for this may be the fluid and changing nature, the older 
age group and voluntary aspect of the TNLT organising bodies.  Based on the 
interview discussions, the likelihood of increasing time and resources spent on 
website development and maintenance appears slim.  
 
Some of the interviewees see the TNLT websites as being sporadically updated, 
often unhelpful and not a source of information that is used regularly. 
 
It was useful as an information platform but I was not using it very much 
(I6) 
 
I’ve probably looked at it twice, if that, I guess it’s what do you use it for 
and what do you need it for? (I8) 
 
[TNLT] is not too useful as it has not been updated in a while. 
Information there is stale. [TNLT] creates no room for intending members 
(I13) 
 
Organiser interviews revealed that often the job of website manager falls to one 
person.  If that person does not regularly update information, the website can 
appear out-of-date or stagnant. 
 
It has been useful having built up a website but I think if I had more time, 
I’d probably build something like an online social networking site as well 
(I16) 
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Central to the current Internet experience in higher education is interaction and 
the ability of higher education to keep pace with information technology is a 
constant challenge.  The explosion of Web 2.0 interfaces in the mid-2000s has 
created a virtual environment where interactivity and community are the focus 
of the virtual experience.  Leslie et al (2005) found that participant engagement 
with websites over time diminishes.  Visitors to TNLT websites either found the 
information they wanted on the first visit, or did not find the information useful.  
It is not surprising then that TNLT participants discussed non-repeat or few 
return visits to the TNLT websites. 
 
This study’s findings reveal that exposure to Web 2.0 technology has created a 
divide between the majority of TNLT webpages that are more Web 1.0 and 
other websites used by academics on a daily basis.  Arguably if one is familiar 
with more interactive virtual interfacing, Web 1.0 style websites appear more 
archaic than other Web 2.0 interactive online spaces.  This is perhaps because 
the majority of the TNLT websites, apart from the exceptions of Giraffe and 
NCGE that use a wiki and online social networking respectively, use Web 1.0 
style websites where little interaction occurs between the TNLT and participants.  
In addition to these, some websites appear less interactive as they are not 
regularly updated and have little relevant information to offer participants.  Apart 
from Giraffe that uses a wiki as a source of collaboration, there is very little 
interaction that actually occurs on the websites between TNLT participants.   
 
8.2.3 Skype 
 
Skype is software that facilitates voice-over Internet conversations (VOIP) via 
the use of a microphone, speaker and if available webcam.  Both audio as well 
as audio-visual calls can be made between two PCs or a PC and a telephone.  
With the emergence of Skype software on smart-phones the scope of online 
phone calls has exponentially increased.  Studies such as Deakin and 
Wakefield (submitted) have explored Skype as a research technique for 
postgraduates whilst others have discussed the advantages and disadvantages 
of using online communication for non-academic research (see for example, 
O’Connor and Madge, 2001; O’Conner et al, 2008; Dunn, 2010).  The use of 
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Skype as a communication method in higher education, however, is under-
explored and requires much more attention within academic networking 
research.   
 
Traditionally, long-distance verbal communication between academics would 
have taken place over the telephone and so as a medium of communication, 
Skype is an online equivalent.  Suggestions are that little if any pre- and post- 
face-to-face meeting communication amongst TNLT participants was done via 
telephone.  In fact, traditional telephone conversations were not mentioned by 
any of the respondents as a method of communicating with other TNLT 
participants. Skype was the only one-to-one verbal communication method 
mentioned within the survey data and within the interview conversations.   
 
All of the exchange of ideas has happened virtually, Skype 
conversations.  I think it might for some people be easier, I tend to be 
able to initiate contact virtually fairly successfully (I31) 
 
Limitations of using Skype were quickly drawn upon within the interviews, as 
common opinion from the interviewees is that the software is only capable of 
sustaining a one-to-one synchronous conversation and multiple person 
conversation is unavailable.  However, since the interviews, further research 
has shown that a conference-calling facility is available through Skype software.  
Misconceptions amongst TNLT participants highlights that such a facility is a 
recent addition to the software.  Skype is cost free and open access and so 
benefits often outweigh other, particularly, financial factors. 
 
There were 7 of us in the group, it would have got unmanageable if we 
tried to Skype multi ways, unless there are other online tools that, 
actually I think there are conference type ones where you can do that 
(I18) 
 
Interestingly, Skype is discussed within the interviews as a method of 
maintaining relationships with other TNLT participants but rarely as a way of 
initiating contact with other TNLT participants.   
 
Skype-ing has been really good, we had regular Skype calls amongst 
group members (I1) 
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To maintain relationships Skype is invaluable but to really initiate 
relationships I think that face-to-face is very important (I11) 
 
Madge and O’Connor (2004, p143) highlight how there is still little known about 
how knowledge is exchanged between network participants using Skype.  This 
study’s findings contribute to geographical debates regarding the usefulness of 
Skype for connecting distant academics as well as wider discussions on 
information technology and higher education.  It is vital that geographers begin 
to explore the use of new online communication methods such as Skype and 
the role that such software can play in higher education and international 
academic networking.  For a more detailed description about how Skype was 
used within this study see Chapter 3. 
 
Conventionally email, website and Skype interactions are characteristically 
carried out on an individual communication basis.  The next section considers 
the role of information technology that has moved beyond one-to-one to online 
social networking, focusing on multi-person communication.  
 
8.3 Online social networking 
 
Only two of the studied TNLTs, Giraffe and NCGE, facilitate a permanent online 
social network space in the form of a wiki and Facebook (this is in contrast to 
INLT that facilitated Ning temporarily as part of a face-to-face event) as part of 
their communication strategy.  Boyd and Ellison (2008, p211) define online 
social networking sites (SNS) as spaces constructed by individuals to create a 
profile and view lists of their connections and those made by others.  Online 
SNS such as Facebook have become increasingly popular in the first decade of 
the 21st century and estimates suggest up to one billion active users globally 
each week 19.  Boyd and Ellison (2002, p39) describe the usage of SNS by 
TNLTs, for example, as facilitating communication between people who are 
already a part of the network rather than connecting unfamiliar individuals.  As 
Haythornthwaite (2002b, p136) notes, often the goal with online SNS is not to 
make connections that would not otherwise be made but to share connections 
between ‘latent ties’ (see, for example, Haythornthwaite, 2002a).  Google+, 
                                            
19 http://newsroom.fb.com/  
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which aims to make sharing on the web more like sharing in real life, was 
launched in 2011 to add to the increasing variety of options available to 
networks such as TNLTs to use (Figure 8.1).   
 
Despite the proliferation of online SNS, TNLT participants have used online 
social networking much less than other online communication methods such as 
email.  Only 32% of respondents stated that they had previously used online 
social networking in communication with other TNLT participants that can be 
explained by a lack of availability.  This is only a third of the 96% of the same 
respondents that stated they had used email communication previously 
between other TNLT participants.  
 
Interestingly, significant differences are found by career stage and geographical 
discipline (Table 8.4).  Firstly, INLT participants that attended the Washington 
D.C. meeting in 2010 were more likely to have joined Ning if they were physical 
geographers and in their early-to-mid career stage.  There is also a strong 
indication that physical geographers are more likely to state that joining Ning 
enhanced their experience.  Being 40 years old constitutes one as being either 
part of Gen X or Younger Boomers (Prensky, 2002) (Figure 8.2).  Online 
technology is dominated by boomers, they refuse to conform to stereotypes and 
are internet-savvy (Fleming, 2004).  Previous work on online social networking 
is dominated by a focus on age and advertently career stage (see, for example, 
Reisenwitz and Lyer, 2007; Hewlett et al, 2009).  Nevertheless much less 
research has in the past looked at online social communication, academic 
networking and the inter-generational experience.  Recent geographical 
debates however, have attempted to plug this gap and take notice of whether 
there is a generational divide in web presence, use and communication.  Wilson 
and Starkweather (forthcoming, p18) argue that the web practices of academic 
geographers are increasingly marked by Web 2.0 and a focus on online 
interaction and engagement.  They also suggest that online social networks and 
other informal venues for sharing scholarly productions have become important 
as early career academics, perhaps more than their senior colleagues rely upon  
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Table 8.4: Communication methods between TNLT participants and online social networking experiences in INLT (%) 
 
 
Gender Workload Discipline Institution Age Career stage Total 
Female Male 
Learning 
and 
teaching 
Research Human Physical English-speaking 
Non-
English-
speaking 
39 
years 
and 
below 
40 
years 
and 
above 
Early 
to 
mid 
Late to 
retired % n 
C
om
m
un
ic
at
io
n 
be
tw
ee
n 
TN
LT
 
pa
rti
ci
pa
nt
s 
Face-to-
face, formal 78 83 84 75 76 88 79 82 75 85 78 88 81 123 
Face-to-
face, 
informal 
72 73 78 55 71 82 74 69 66 78 69 82 73 123 
Online 
social 
networking 
30 36 29 45 35 35 33 28 29 35 37 21 32 123 
Total (n) 64 59 49 20 63 17 81 39 55 68 90 33   
O
nl
in
e 
so
ci
al
 n
et
w
or
ki
ng
, 
IN
LT
 
Joined 
Ning? 71 69 62 91 75       82*** 70 80 77 65 77   47*** 71 67 
Ning 
enhanced 
experience 
42 53 27     64*** 50 64 42 80 50 43 46 47 46 67 
Total (n) 41 26 26 11 36 11 59 5 30 37 52 15   
Source: Questionnaire data 
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Figure 8.1 Launch dates of major online social network sites    
 
 
 
Source: Boyd and Ellison (2002, p212) 
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Figure 8.2: Generations explained 
 
Source: Adapted from Pew Internet and American Life Project 2009 Survey 
 
these web practices to remain visible.  This study suggests that there are 
similarities to Wilson and Starkweather’s (forthcoming) study in that younger 
career academics are using TNLTs’ facilitation of technology and SNS to 
distinguish themselves from their colleagues. 
 
There is a noticeably indifferent feeling towards the use of online SNS as a 
method of communication for TNLT activities.  Despite referring to benefits of 
online social networking, some interviewees felt lacklustre regarding the 
potential for TNLT usage.   
 
I think the concept of online social networking site was good but I don’t 
think I met anybody over it so to speak, got to know anybody over it, just 
kind of did my job, if I went back now I know people I might interact a bit 
more but at the time I didn’t really know anybody so I just went in there 
and used it as a tool to get ready for the meeting (I36) 
 
For some TNLT participants, it is the notion of sharing and exchanging ideas 
and documents online within SNS that is complicated.  Being online seems to 
be acceptable but sharing documents is considered by some to be less 
complicated within other online spaces such as GoogleDocs for example. 
 
A lot of the stuff on [online social networking site] we could have very 
effectively done over GoogleDocs, it would have been less complicated 
but that’s how we did our paper afterwards, we had GoogleDocs and we 
wrote it together and that’s how we interacted afterwards (I36) 
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Prensky (2009, p2) considers students today as ‘native speakers’ of the digital 
language.  Those not born into the digital world, Generation X or before but 
have, at some later point in their work life, adopted technology in their lives are 
Digital Immigrants.  However, it is not just Facebook and Ning that are being 
exploited by the TNLTs to facilitate communication and knowledge exchange 
through virtual channels.  Web 2.0 offers opportunities such as wikis as 
alternatives.  Nevertheless, despite TNLTs such as Giraffe running a wiki for 
academics there was again little enthusiasm for it.   
 
The problem with the wikis and these kinds of things is that you actually 
have to consciously go and look for them and then log in and do it.  I’ve 
been in several of those and logged in once or twice and lost interest, 
dropped out (I24) 
 
Newer generations of online social networking such as Twitter have the 
potential to deliver the information to the user rather than the user having to 
look for it.  This is really important when taking into consideration ‘information 
overload’ and ‘email bankruptcy’ as barriers to TNLT participation. 
 
I think [TNLT] might start using Twitter, Twitter really is just a listserv in 
so many ways, I think [TNLT] would benefit from starting up those kind of 
social media (I36) 
 
And if you look now at what’s happening in terms of social media, that's 
really important for networking, I’ve got very into social media in the last 
few months, I’m using LinkedIn and Twitter particularly, to extend my 
own network and influence well beyond where I would otherwise be 
connected. I'm convinced that social networking is incredibly powerful 
(I38) 
The next step for me really is to use social networking.  I’ve been 
involved in web development for 19 years and I think this is really one 
project that could benefit from moving into the web.  We have all the 
materials, we have books, we have leaders, we have people who are 
very interested in seeing this develop.  So, we have the foundation, I 
think, to make it a virtual entity, a virtual community of practice (I12) 
 
Boyd and Ellison (2008, p210) highlight that online social networking has been 
studied in order to understand practices and engagement.  Yet, scholars still 
have a limited understanding of who is and who is not using these sites, why, 
and for what purposes.  It is essential to future TNLT communication that the 
networks embrace Web 2.0 as a method of communication despite current 
resignations.  This is because the nature of communication is changing, for 
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example, both Facebook and Twitter are used by billions of people every week 
to communicate.  Younger academics that want to network with others in 
TNLTs may use such mediums much more regularly and see them as the ‘norm’ 
in communicating with others.  By having little, if any, presence in such media 
outlets, those TNLTs that do not interact with participants via these channels 
may not be fulfilling potential. 
 
Failures of e-learning operations have, at least temporarily, overshadowed the 
prospects of pedagogic innovation and decreased costs that e-learning once 
embodied (OECD, 2005, p1).  Such technological ‘hiccups’ witnessed within 
higher education and perhaps even within previous TNLT attempts, may be the 
cause of some TNLT participants’ reluctance to embrace online social 
networking.  Ribchester et al (2012) describe online social networking 
communication as ‘networking moments’, these moments exponentially 
increase the chances of meeting others online.  Such networking moments on 
TNLT websites and online social networking spaces are a useful way to 
conceptualise online communication that actually occurs. Websites indirectly 
communicate with academics, having an email listserv can be important in 
communicating directly but online social networking may perhaps prove 
invaluable to communicating more globally, in the future.  This is because, Web 
2.0 and perhaps (Web 3.0) style of communication will only increase in 
sophistication.  If TNLTs are not participating in more interactive communication 
methods, such as Twitter, which has the capability of reaching those that would 
otherwise not have known about TNLT presence, networks may not reach all 
interested geographers. 
 
8.4 Virtual meetings 
 
This section explores the concept of the virtual meeting and the role that 
technology plays in such TNLT activities.  Virtual conferencing is modelled upon 
the face-to-face conference and uses technology to reduce access barriers to 
participation created by time and distance (Anderson, 1996, p121).  Manu 
(2007) also suggests that it is the places that move, not the person and so such 
imagined travel allows people to be in a sense in two or more places at once 
(Larsen et al, 2006b, p4).  Previous work on virtual meetings has studied how 
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geographically separated groups communicate both asynchronously (Adams et 
al 1999) and synchronously (Warkentin et al, 1997) but there is much less wider 
discussion about virtual conferencing or workshop attendance.   
 
The virtual meeting that academic networking can facilitate can take two forms, 
the first is a hybrid version where a face-to-face event has an additional virtual 
element.  Virtual participant presence can be accommodated through live 
streaming of the physically present participants over the Internet or recorded to 
be watched asynchronously.  Only one TNLT to date has offered virtual 
attendance at a meeting.  The INLT offered this as an alternative to physically 
attend an event in March 2012 in Bangalore.  There is little information on the 
website as to whether the participation was synchronous or asynchronous.  
Anecdotally, there has been geographical debate on the online forum CritGeog 
regarding travelling to future AAG annual conferences.  2012 however, was the 
first time virtual attendance had been discussed as a viable alternative to 
physical travel to an INLT event.  Çakir (2002, p366) surmised that technology 
offers communication through different mediums for reasonable costs as 
reasons for virtual meeting at a real conference.  Perhaps such advantages of 
the virtual meeting can go towards explaining the chosen location of the 
meeting being India.  There are possibly two reasons as to why having the 
meeting in South Asia may be an instigating factor.  Firstly, those outside of 
Anglo-America or from Anglophone countries may be unwilling or unable 
because of financial restrictions to travel and secondly, the network may not 
have many South-Asian based participants to physically attend.  The 
opportunity for virtual attendance will arguably increase the number of 
attendees at the event.  Therefore the take up of virtual participation is arguably 
widening access to TNLT events.  Asynchronous virtual participation is 
discussed within the interviews as a workable method of participating in TNLT 
workshops. 
 
[Experience was] wonderful.  Two things I have learnt, team work and 
collaborative research is possible online without face to face contact.  My 
response is borne out of the experience I had during that followed the 
[TNLT]. Unfortunately, I was not at the symposium where some met. 
What impressed me was the fact that much of the journal article was 
written online without physically meeting my partners.  Tasks would be 
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assigned by the group leader to the members who had delivered on the 
agreed deadline. Actually this experience proved to me that I could sit in 
the corner of my room and collaborate with someone else in the world to 
work on a subject matter without face to face contact (I13) 
 
Physical travel was not feasible for the participant in the quote above yet the 
experience of a TNLT workshop, for this participant at least, was not diminished 
by using virtual communication.   
 
The second form of virtual meeting is a fully virtual meeting where there is no 
face-to-face communication at all.  No TNLT within this study has used this 
second method of conferencing but examples of virtual meetings have been 
previously successfully facilitated within higher education (Figure 8.3).  The 
Follow the Sun conference held in 2011 and 2012, organised by academics in 
Australia, Europe and North America was a three-day event held exclusively 
online.  Each day consisted of six consecutive 8-hour shifts, each of which was 
split into two 4-hour shifts that meant participants could attend sessions in any 
time zone.  Despite some enthusiasm for virtual conferences such as this 
example within the interviews, there was little fervour for a meeting without any 
face-to-face interaction.  
 
I don’t think a virtual conference would replace a face-to-face conference, 
there’d be so many things you’d miss in a virtual conference.  But 
nevertheless, it’s better than nothing, it’s like a virtual free trip, better 
than not going at all, not doing anything but it’s certainly not to replace 
but augment (I27) 
 
We probably could have done it virtually, I don’t think it would have been 
as rich of an experience, it was very good to meet them face to face, to 
keep bouncing ideas off of each other and developing and adapting, it’s 
much harder to do that in a virtual environment (I33) 
 
Could we have done the INLT process virtually?  We could have written 
the paper but the actual process, what I think the [TNLT] is about is 
networking and about meeting other people (I18) 
 
Virtual relationships built up over time are typically weaker than the face-to-face 
alliances built up by TNLT participants at face-to-face events. 
 
Some reasons for people to go to conferences rather than just a virtual 
conference are meeting new people, sight-seeing, research, people 
sometimes think of visiting a place if it’s nice.  I think face-to-face  
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Figure 8.3 ‘Follow the Sun’ virtual meeting 
 
 
Source: www.tinyurl.com/followthesun 
 
conferences or workshops or any kind of academic events I think, in the 
future probably will be available (I22) 
 
Meadows (1998, p137) suggests that conferences can often be the epitome of 
informal interaction and as such this informality is often acted out through 
socialising.  Overwhelmingly, the TNLT interviewees foresee that although 
there are means to have an entirely virtual meeting or workshop, the chances 
are unlikely. 
 
I guess it’s like virtual communities, they don’t generally succeed unless 
there is regular face-to-face contact because it’s nice to know who the 
face is at the other end of the wire.  So, its maintaining friendships, you 
have to have physical presence or co-presence with someone to sustain 
them.  I think that the two go hand in hand, I don’t think any virtual 
network can last without any face to face (I29)  
 
 
Typically those kinds of meetings [virtual] are of short duration, limited 
business, absolutely focussed, so you have an hour or two to sit and talk 
through them, sometimes broken by electronic network pauses, and 
gaps and video drop outs and all that kind of stuff.  Whereas if you have 
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the face-to-face meetings, you’re around people for a day or two days 
maybe or whatever, so there’s the warming up process, finding out what 
people are up to, talking about families and relationships, that’s the kind 
of stuff that underpins maintenance of relationships (I29) 
 
There is an increasing tension as to the role that technology plays within TNLT 
and virtual meetings.  Borgman (2007, p52) argues that networked information 
technologies are being used in innovative ways to enhance scholarly 
conferences but most importantly are reinforcing social norms.  These social 
norms are still evident within virtual meetings but not to the same extent as 
face-to-face.  Words such as trust and empathy are present within the interview 
findings and are not as synonymous with virtual meeting as they are with face-
to-face. 
 
I think it’s critical. I know that there’s a lot of talk of online stuff, and as a 
last resort it’s fine, but you build relationships face to face in my view, not 
online in the same way.  So, I really only network with people that I’ve 
met face to face and feel I understand where they are and what they’re 
thinking and have some sort of trust.  There is a trust relationship in 
there somewhere (I24) 
 
I think it’s very difficult to have empathy with somebody that you’ve only 
met online.  I’m always impressed with these people that can meet up 
and get married on the basis of an online relationship; I can’t even 
imagine how that’s possible.  That maybe one of the cultural boundaries 
too because there is that block, you only build empathy when you can 
see people’s reaction to something you say.  You can’t judge remotely 
so easily, even on a screen I don’t think (I24) 
 
Lack of trust is repeatedly identified as a barrier to people engaging in e-
commerce (Wang and Emurian, 2005).  Similar findings can be found within 
TNLTs, as participants view trust as something that is less forthcoming through 
virtual conferences.   
 
Exploring the role of technologies in TNLTs through the use of virtual meetings 
encourages one to look beyond the face-to-face.  However, despite the 
proliferation of information technology that can facilitate a virtual conference, 
current participants pay short shrift to the idea of using such technology.  Urry 
(2002, p270) argued that people still travel, as while co-presence can be met 
through virtual travel, involving both old and emerging technology, the need for 
physical co-presence and corporeal travel would appear to be with us for a long 
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time yet.   Such conclusions are related to the findings in this study as despite 
the availability of virtual meetings for most TNLT participants, physical travelling 
to meetings is preferential.  TNLTs show that despite technological availability 
which would prevent travel, geographers’ international academic networking 
practices are difficult to change.   
 
There is perhaps a burgeoning divide between those participants that cannot 
travel the physical distance to meetings and would like to see an increase in the 
use of virtual meetings and the less enthusiastic views expressed in the TNLTs 
currently.  Linked to discussions on virtual meetings are debates regarding the 
carbon footprint of academics that do travel to face-to-face meetings for 
networking.  As previously discussed in Chapter 6 many interviewees talked 
about a carbon footprint resulting from travelling and particularly flying to 
overseas networking events.  Yet, many hinted that despite thinking about it, 
having a large carbon footprint would not prevent them from travelling to 
international face-to-face events.  Nevertheless, virtual conferences are still 
perhaps an idea or possibility for future meetings.   
 
8.5 Global digital inequality 
 
This final section explores the concept of global digital inequality to highlight 
how access to the Internet can affect TNLT participation.  This notion was 
discussed in Chapter 2 with emerging literature and debates discussing digital 
inequality rather than digital divide.  Although new information technologies 
have spread across the globe, many geographical areas remain disconnected 
(Castells, 2000, p32).  Geographers have contributed to debates on inequalities 
of Internet access and usage as the growth of broadband and mobile 
technologies has in the past created inequalities in access to communication 
and media (Dickens, 2004, p102).  More recently Warf (2007, p235) has 
highlighted global digital inequalities by focussing on the tropics and how 
despite half of the world’s population living in the tropics, only 18% of the 
world’s Internet users live there.  Yet, as hardware becomes more affordable 
and the cost of long distance connections is decreasing, the number of users is 
increasing.  Such uneven dispersion of the Internet is explained by the tropics’ 
economical past and societal inequalities are thus reproduced within the 
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geographies of the Internet.  For the most part studies have shown that urban-
based, white men in developed countries have in the past had higher levels of 
access to the Internet (see, for example, Strover 1999; Hoffman and Novak, 
1999).  This created advantage as the Internet facilitated for those greater 
access to education, income and other resources (Benton, 1998).  Debates on 
the global digital divide (see, for example, Warf, 2001) have more recently 
given way to global digital inequality.  DiMaggio and Hargittai (2001) argue that 
at the turn of the 21st century, technological euphoria wore off and as a result 
research focussed on the kinds of people who were more likely to use the 
Internet rather than on the Internet itself.  The concept then of looking at the 
levels of access to Internet use rather than just the ‘haves’ or ‘have nots’ is a 
more useful way of exploring the role that technology plays within TNLTs.  
There are three ways in which TNLTs are affected by global digital inequality; 
infrastructure; language and mobile technologies.   
 
8.5.1 Infrastructure 
 
Internet access relies on infrastructure, defined within this context as Internet 
Service Providers (ISP) and hardware.  Infrastructure is still one of the largest 
logistical problems for bridging digital inequality as there is a global bias of 
Internet networks toward world cities (Malecki, 2002, p399).  For TNLT 
participants that live in the emerging economies of the Asia-Pacific region, 
where Internet penetration rates are exponentially increasing, the Internet 
provides great potential within higher education learning and teaching (Figure 
8.4).  For TNLT participants, either based in or collaborating with those in other 
parts of Asia, access to the Internet is both a past and current problem.  
 
Some of it’s in the digital divide, we talked about that in South-East Asia, 
we had a professor from Vietnam and we were talking about, Vietnam 
doesn’t have universal internet access (I33) 
 
I think the problem is based on infrastructure.  [TNLTs] should operate 
totally virtual and online operations yet these depend on how well 
communication systems are developed around the world (I26) 
 
There is an important point to be taken from these quotes above to highlight the 
availability of infrastructure such as broadband cables, ISPs and hardware. 
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Figure 8.4: 2010 Internet use (% of population) 
 
Source: Internet World Stats 2010 
 
Internet penetration rates highlight the inequality of both access to and usage of 
the Internet on a global scale (Figure 8.5).  For some TNLT participants, 
infrastructure and accessibility to the Internet is a major problem. 
 
We had a Nigerian co-author in the last [TNLT] but s/he wasn’t able to 
get to [country], and there were times when s/he couldn’t literally connect 
to the Internet.  Their pieces were sometimes coming in late or s/he 
couldn’t get access to the online literature the way we can.  So s/he’s in 
there but even for them to get information on practices in other Nigerian 
institutions was harder because of the internal financial resources and so 
on as well as the digital communication not being available because of 
issues of time and connections (I7) 
 
Gillett and Lehr (1999) argued that for the Internet to realise it’s true potential, 
consumers will need broadband access.  For those TNLT participants that are 
based in countries that have lower Internet penetration rates and older dial-up 
Internet access, engagement with academic networks is often affected by such 
poor infrastructure and the persistence of slow speed Internet compared to 
broadband.  
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Figure 8.5: Top ten languages in the Internet, 2010 
 
Source: Adapted from Internet World Stats 2010 
 
8.5.2 Language 
 
English was, and arguably still is, the principal language of the Internet (see, for 
example, OECD, 1997) although this is hardly surprising as the first incarnation 
of the Internet was ARPANET, developed in 1969 by the USA and the World 
Wide Web developed by the Briton, Tim Berners-Lee at CERN in Switzerland 
(Castells, 2000).  The English language has dominated the Internet since its 
inception in the 1990s with Chinese language users a close second.  For 
geographers that are non-native English speakers or based in non-native 
English-speaking countries, the ascendency of the English language of the 
Internet may have fostered unequal access to TNLTs.   
 
It comes down to the old chestnut of the Anglo-American hold on 
geography that if it’s not conducted in the lingua franca of English, if it’s 
not going on in the regions with the densest professional networks, you 
don’t exist.  Certainly the digital divide, technological barriers to entry 
would be another constraint to participation in these types of network.  I 
could imagine the very committed and eager African scholar, really 
craving engagement with [TNLT] because it would tend to raise his or 
her profile in an area where they may not have that much potential for 
collaboration or communication with the broader practice of geography 
(I31) 
 
The complexity of digital inequality and TNLT participation is even more 
multifaceted when access is peripheral.  For some interviewees, access to 
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TNLT websites is hindered by the English language and its dominance over 
domain names.  For many TNLT participants that are not connected to the 
Internet through their institution providing the .ac.uk address (as a UK example) 
uses of @hotmail.com or @gmail.com email addresses are common.  Higher 
education institutions outside of Paasi’s (2005) ‘core’ sometimes do not provide 
institutional email addresses to staff or students.  For TNLTs, it is then almost 
impossible to identify where an email address is based, if one subscribes to a 
listserv for example.  This is less a barrier to participation and rather more of an 
issue for the TNLT organisers not knowing where TNLT participants are based. 
 
I think the issue of the digital divide is also one of who is engaged and 
how they are.  Information is now circulated by email and through the 
internet.  The problem is that I cannot include people on the 
corresponding members list if I don’t have a name or an email address to 
include.  Although I’ve got a very small number of contacts in South 
Africa for example, there are one or two people I’ve added in a couple of 
other African nations, someone based in Egypt, one or two people in 
Saudi Arabia.  Though you don’t see them at conferences or if you do, 
very rarely indeed, and you have very little contact from them, they don’t 
seem to send you any other names; so, unless other people are being 
informed and other contacts are being put in touch, there’s virtually 
nothing I can do (I23) 
 
Frustration with English language email domains within this quote from a TNLT 
organiser show how the TNLT would like to make more of the contact they have 
with geographers in non-native English-speaking countries.  From a global 
south perspective in Latin America for example, language and culture are often 
acknowledged as barriers to TNLT online communication. 
 
There still is this part of the digital divide, about how people do use email 
for example.  In Latin America, they just don’t reply to you, that doesn’t 
mean they didn’t read it or they’re not excited about you emailing them 
and they haven’t told everyone else in the world they just haven’t replied 
to you.  Then you find out they did read it and they did set it up and they 
did way above and beyond, they just don’t have the same practices, it’s 
a cultural thing (I15) 
 
Face-to-face cultural idiosyncrasies are often accentuated in the virtual world 
and so there may appear to be digital inequality when in fact it is how TNLT 
participants are actually engaging with technology.  Although other languages 
are changing the way that non-English-speaking consumers are using the 
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Internet, the use of the English language is not waning.  In fact, it is the way 
that technology is being used by those previously marginalised by the global 
digital divide that is important in this study of TNLTs and the role of technology.  
This is because if TNLTs are to continue to be considered relevant in a modern 
global higher education system, communicating with those that use social 
media, for example, more than other mediums of online communication, and 
exploring the utility of these less traditional forms is essential. 
 
8.5.3 Mobile technologies 
 
Socioeconomic and technological differences have in the past been suggested 
as identifiers of digital use (Gunkel, 2003, p516).  However, the boundaries of 
the ‘have’ and ‘have-nots’ are becoming blurred and as such a once 
asymmetrical hierarchy is changing.  Mobile technologies such as smart 
phones, tablets and wireless Internet (Wi-Fi) facilitate virtual participation in 
TNLT activities by academics that formerly may have had little access.  This 
new technology places those where dial up Internet connection did not 
penetrate on a more equal footing with those that historically have had fixed 
Internet access.   
 
Certainly a lot of the growth of these mobile phone technologies has 
been spurred on by the fact that the land lines were so awful in a lot of 
these places.  So, again up in the Himalaya, you don’t expect people to 
have a mobile phone but they’re on the phone the whole time (I24) 
 
In Panama they have 5 million active cell phones, which is amazing 
because there are only 3 million people in the country so it, yet individual 
access to the Internet in the home is much less available so the way the 
people do communicate tends to be with these communication 
technologies, they are not digitally disconnected at all.  Everybody and 
their dog must have a cell phone (I15) 
 
The TNLTs within this study, as has been discussed earlier in the chapter, have 
traditionally used websites and email as major communication methods.  
However, in many African countries the exponential growth of the use of the 
mobile phone and in particular within the last few years the decreasing costs of 
the smart phone have seen a boom in digital communication. 
 
An emerging body of literature explores these growing economies of developing 
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countries based on new technologies such as the mobile phone (see, for 
example, Ekine, 2010; Botha et al, 2010).  There is less research however on 
the use of mobile technologies in higher education and international networking.  
Previous educational work has looked at how m-learning (an equivalent of e-
learning) is engaging students with smart phone technology in the class room 
(see, for example, Brown, 2003; Rajasingham, 2011) yet there is little if any 
literature that focuses on academic usage.  What can be taken from this study’s 
findings with regards to mobile technologies is that smart phone technology 
could be considered for future TNLT networking for those academics that are 
interested in learning and teaching but have not been able to participate in 
TNLT activity due to wider circumstances of dial-up Internet use or broadband 
access.  Wi-Fi and smart phones may perhaps enable a different way to access 
TNLTs.  However, for the majority of the participants, digital inequality has had 
little direct impact on their networking practices.  Nevertheless, for those that 
have intermittent Internet access, the ability to use technology to communicate 
with others globally is of a greater significance.   
 
8.6 Conclusion 
 
This chapter contributes to geographical and wider literature on the role that 
technology plays within learning and teaching academic networking.  
Information technology facilitates TNLTs; namely, online communication; online 
social networking; virtual meeting and global digital inequality.  Despite 
information technology’s advances since the early 1990s and especially since 
the 2000s when Web 2.0 capabilities launched, the face-to-face element of 
meeting and networking has remained.  A common thread running through all 
of the sections within this chapter was that of the tension between face-to-face 
and virtual communication.  As part of a rich literature, Storper and Venables 
(2007) highlight the importance of face-to-face contacts over remote or virtual 
communication in the context of knowledge exchange in different sectors of the 
economy.  TNLTs are considered to be ‘hybrid’ CoP that engage in knowledge 
exchange using both the virtual where possible and the face-to-face.  The 
availability of online platforms such as virtual meetings are considered by TNLT 
participants to be less of a substitute for, and more an addition to the face-to-
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face.  Virtual communication is often only dismissed or only partly accepted by 
TNLT participants in favour of face-to-face communication.  What is an 
interesting point to conclude from this chapter is the potential use of technology, 
such as the smart phone and Wi-Fi in contrast to the actual use of technology.  
Potentially, emails, websites and Skype communication could be used on 
portable devices such as iPads.  However, the reality from this study’s findings 
seems to be that for the majority of participants, geographers are participating 
in TNLT activity more commonly on a PC on a fixed broadband connection.  
 
Within the TNLTs there are interesting differences between variable factors 
such as age and geographical location.  Prensky (2009) argues that as we 
continue into the 21st century, we will all have grown up in the era of digital 
technology, generational differences of ‘natives’ and ‘immigrants’ will become 
less relevant.  The greatest inter-generational gap between TNLT participants is 
using online social networking.   Older participants and those who consider 
themselves to be in the later stage of their career are often un-accepting or 
unwilling to use such technology in their TNLT networking.  This point again 
draws on the face-to-face tensions as many see online social networking as 
little or no substitute for the face-to-face.   
 
Geographical location was also found as having a bearing on opinions of the 
role of technology.  The use of virtual communication for those based in non-
native English-speaking countries was seen as an advantage but somewhat 
uncomfortable.  This study argues that unlike previous discussions (see, for 
example, Garcia-Ramon, 2003) that argue that English as a dominant language 
is preventing non-English language academics from participating in global 
discussions, TNLTs are actually using the English language in facilitating global 
online communication (see, for example, Rodríguez-Pose, 2004).  This chapter 
also contributes to emerging literature such as Ekine (2010) and Botha et al 
(2010) on technology use particularly within a developing nation context.  These 
emerging literatures problematise Gibbons et al’s (1992) statement that at that 
time, some were not optimistic that online social networking would help the 
‘periphery’ make international contacts.  The rise of smart phone technologies 
is increasingly placing those societies that had little infrastructure such as fixed 
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landlines and fixed Internet in contact with the online world more than ever 
before.  However, there are on-going debates as to how technology is still a 
colonial issue and that language is a problem as Internet communication, for all 
the rhetoric around global higher education, is primarily conducted in English 
(Everard, 2000, p34).    
 
Two major findings can be drawn from this chapter.  The first is that technology 
plays a minor role in the facilitation of the majority of the TNLTs.  As discussed 
earlier in this chapter, the role of smart phone technology and Wi-Fi may make 
a difference to TNLT participation in the future as access to TNLT activity can 
be negotiated differently, through other ways.  Websites are maintained and 
listservs distributed but, the uptake of more interactive online communication by 
less than half of the TNLTs is telling.  Secondly, reluctance by certain cohorts of 
TNLT participants to use Web 2.0 technologies affects the role that 
technologies are playing in the maintenance of TNLTs. 
 
As TNLTs persist in the use of both face-to-face and virtual communication, 
progress within digital communication needs to be explored, expanded and 
implemented. TNLT participants, from under-represented global regions such 
as Africa and Latin America, now arguably have use of other technologies such 
as Web 2.0 based platforms to connect to learning and teaching focussed 
academic geographers which could be a long-term advantage for participation 
and integration. 
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9. 
 
CONCLUSIONS 
 
9.1 Thesis summary 
 
Despite a growing interest in geographies of higher education and previous 
studies focussing on mobility, transnational academic networking practices 
have been under researched.  Transnational networks for learning and teaching 
(TNLTs) in Geography are an example of such international academic 
networking that centres on academic geographers with an interest in higher 
education learning and teaching. 
This thesis has drawn upon geographical, as well as wider interdisciplinary 
debates to situate TNLTs within the academic networking literature and 
contribute to knowledge.  Responding to calls within literature relevant to 
academic networking from Larson et al (2006) and Ardichvili et al (2006) to 
address a dearth of knowledge about online network practices and the scarcity 
of studies considering characteristics in online knowledge sharing, this thesis 
has explored the motivations, experiences and outcomes of academic 
networking.  The aim of this study was to ‘explore higher education academic 
networking practices in TNLTs through motivations, experiences and outcomes 
alongside the role that technology plays’.  Throughout the research, rich 
narratives supported by interview quotes and statistically significant findings 
contribute to a greater understanding of academic networking in geography.  
Chapter 1 introduced the research conducted on TNLTs with Chapter 2 
reviewing the geographical and wider literature of TNLTs; higher education on a 
global scale; Communities of Practice; and the network society to create a 
conceptual framework for this study.  Chapter 3 outlined the aim and objectives 
and then discussed the research design and research methods that were 
employed.  Chapter 4 was the first of the empirical chapters and provided a 
contextual outline of informal and societal learning and teaching in higher 
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education as well as an outline of contemporary TNLT organisation.  Chapter 5 
explored the main motivations that geography academics have to participate in 
TNLTs, whilst Chapter 6 considered the experiences that geographers have 
whilst participating in TNLTs.  Chapter 7 discussed the outcome of participation 
in TNLTs from the experiences that geographers had encountered and finally, 
Chapter 8 was the last empirical chapter and assessed the role that technology 
played in facilitating TNLTs.   
The five empirical chapters were informed by interpretations of the literature 
and findings from this study with each relating to the five research objectives.   
1. To discuss history of academic networking and organisation of TNLTs 
2. To explain motivations to engage in networks for learning and teaching 
 in geography 
3. To explore participation in networks for learning and teaching in  
 geography 
4. To assess outcomes of participation in networks for learning and 
 teaching in geography 
5. To consider the role of information technology in facilitating networks for 
 learning and teaching in geography 
The first objective was to discuss the history of academic networking and 
organisation of TNLTs.  Academic networking within the early modern period 
was discussed with regards to the Republic of Letters, the informal nature of 
remote communication and the tacit knowledge shared by academics through 
their travels.  As the geographical discipline became more institutionalised 
societies such as the Royal Geographical Society (RGS) in London with 
geographic interests were founded in the 19th century.  Formalised education 
focussed discussions facilitated by Halford Mackinder and Scott Keltie 
highlighted that learning and teaching sat alongside exploration and discovery.  
Throughout the 20th century, networks were founded to offer geographers 
opportunities to exchange knowledge focussed on learning and teaching.  The 
second objective was to explain motivations to engage in networks of learning 
and teaching in geography.  This study found that an intrinsic interest in 
learning and teaching; networking; and publication and career promotion were 
the three main motivations.  Within these motivations geographical location and 
gender have made the greatest differences (Table 9.1).  Although motivations  
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Table 9.1: Overall contributing factors to TNLT participation 
 
 Statistically significant differences by: 
Motivations 
Interest in learning and teaching 
Enhancing scholarship Geographical location 
Creating a TNLT Gender 
Exchanging teaching resources Geographical location 
Sharing ideas Geographical location 
Innovation Geographical location 
Networking 
Open up international dialogue Gender Discipline 
Meet other cultures Gender Discipline 
International rather than national Gender Age 
Access Geographical location 
Publication and career promotion 
Collaboration 
Gender 
Discipline 
Career stage 
Research Career stage 
Career promotion Geographical location 
Experiences 
Internationalisation 
Discovery by email Age 
Discovery at a conference Discipline Geographical location 
Discovery in a publication Discipline Geographical location 
Face-to-face workshops Personal aspects Gender 
Barriers Finance 
Gender 
Age 
Time Age 
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Table 9.1 cont.: Overall contributing factors to TNLT participation 
 
 Statistically significant differences by: 
Outcomes 
Non-tangible 
Exchange ideas Geographical location 
Met like-minded people Age Career stage 
Value 
Geographical 
location 
Age 
Facilitated 
 Encouraged 
Interested 
Recognised Gender 
Tangible 
Publication Workload Age  
Collaboration Workload 
Research 
Discipline 
Geographical location 
Age 
Career stage 
Technology Online communication 
Increases skills Age 
Increases confidence Age Career stage 
Not comfortable online Geographical location 
Enhances experience Geographical location 
Lack of Internet access Career stage 
Prefer face-to-face Geographical location 
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were initiated by an inherent interest in learning and teaching, more strategic 
motivations were uncovered through a need to access international colleagues 
and contribute to publication and career plans.  The third objective was to 
explore participation in networks of learning and teaching in geography.  The 
findings suggest that internationalisation was a major experience as were the 
face-to-face workshops that participants attended.  Barriers to participation of 
finance and time were drawn from the interviews with factors such as age and 
gender affecting the experiences that geographers had.  The overall 
involvement in TNLT participation was encountered through internationalisation 
at face-to-face meetings and associated barriers highlighted how geographers 
negotiate these obstacles to network.  The fourth objective was to assess 
outcomes of participation in networks of learning and teaching in geography.  
The main outcomes were categorised into non-tangible, for example 
professional results and personal aspects and tangible outcomes such as 
publication, research and career promotion opportunities.  Geographical 
location was a significant factor that contributed to these findings.  Finally, the 
fifth objective was to consider the role of information technology in facilitating 
networks of learning and teaching in geography.  Online communication, online 
social networking, virtual meetings and global digital inequality affected the 
perceptions that TNLT participants had of technology.  Overall, technology 
plays a minor part in TNLTs and is in constant tension with the preference of 
face-to-face.  Despite some TNLTs using new technologies such as Twitter, the 
vast majority of TNLT technology is Web 1.0 and non-interactive.  
 
9.2 Contribution to knowledge 
 
The findings from this study of TNLTs contribute to an emerging body of 
knowledge, debates and studies in the area of geographies of higher education 
by exploring geographers’ motivations, experiences and outcomes of 
participation in transnational higher education networks for learning and 
teaching (TNLTs).  As outlined in Chapter 2, there is a gap within the literature 
regarding short-term, circular academic networking and as such this thesis 
contributes new knowledge on academic networking in general and on TNLTs 
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more specifically.  Despite existing literature contributing to debates on 
international collaborations (for example, see, Donert et al, 2011) that form 
important aspects of the geographies of higher education literature, previous 
researchers have failed to look more closely at academic networking through 
the lens of learning and teaching.  Whilst TNLT activities have been considered, 
the focus is often student-centred and most often contributes to pedagogical 
thought in the classroom and in the field (see, for example, Hay, 2000; Healey, 
2006).  Scarcely addressed, if at all, within this small body of literature, are the 
why and the how of academic networking.  Importantly, with increasing rhetoric 
and associated outcomes from student tuition fees rising in the UK in 2012, the 
topic of learning and teaching and its place within the UK and the global higher 
education system will not cease to be debated.  Therefore, this thesis makes 
important contributions to a current topic of interest and perhaps an even more 
discussed area of interest for geographers in the future. 
This research makes five main contributions to the literature on TNLTs, global 
higher education, Communities of Practice and the technology driven-network 
society.  Higher education on a global scale as discussed in Chapter 2 
highlights how communication between geographers is increasingly conducted 
on an international scale.  This study was aware that although the TNLTs 
studied here communicated in English, it was assumed that there are TNLTs 
that communicate in other languages.  However, this linguistically bounded 
aspect highlights an interesting facet of international geographical knowledge 
exchanges. 
Firstly, despite the dominance of the English language within TNLT 
communication, this study revealed collaboration between native English 
speakers and non-native English-speaking participants.  This research 
demonstrates that within geographical learning and teaching knowledge 
exchange, the English language is a vehicle to preserve geographical debate 
(see, for example, Rodríguez-Pose, 2004).  In contrast to Garcia-Ramon (2003) 
whose proposition argued that the use of the English language discourages 
geographical debate amongst ‘others’, this research provided evidence that 
TNLTs are a means to access those in the ‘periphery’.  Nevertheless, access 
for Anglophone academics has been found as strategic and often a product of 
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individualistic requirements for international publication and career development 
credentials, while non-Anglophone geographers tend to seek reciprocal 
exchanges perpetuating more collective behaviour.  This study has therefore 
found that TNLTs are potentially encouraging and furthering international 
learning and teaching debate through communication between native English 
speakers and non-native English speakers.  What has become obvious 
throughout this study is that the process of international networking 
encountered through TNLTs is complex and multi-faceted and that motivations 
for networking vary by geographical location. 
Secondly, in all of the five empirical chapters the gendered experience of 
TNLTs has been reified.  Throughout the motivations, experiences and 
outcomes of TNLT participation, women geographers have been less 
recognised for their learning and teaching networking and less financially 
supported than their male colleagues.  These findings are in spite of women 
making up just over half of the population sample frame in this study and 
increasingly attending face-to-face meetings such as those run by the INLT.  
Gendered networking practices are highly visible within the gender ratios of 
organising members where women make up just 15%.  Women have often 
been invisible within the history of geography but have nevertheless made 
contributions to the discipline as well as having a continuous interest in 
geographical societal membership (Maddrell, 2009).  Gendered practices 
persist today as the traditional family role still plays a part in shaping female 
academics’ experiences of higher education networking (see, for example, 
Welch, 2008; Ackers and Gill, 2008; Jöns, 2011).  As mentioned within 
Chapters 6 and 7, such interplay aids an understanding of how women may no 
longer face inequality in access to higher education, but now face inequality of 
opportunities within higher education.  This thesis reflects such insight into the 
gendered experiences that women have when participating in TNLTs compared 
to their male counterparts.   
Thirdly, this study contributes to geographies of higher education research, and 
understanding of motivations and barriers for academic networking.  The 
experiences of TNLT participants add another dimension to our understanding 
of why and how geographers participate in networks of learning and teaching.  
  241 
TNLTs have similar attributes to Communities of Practice (CoP) or Networks of 
Practice (NoP) and as such within this study they are considered to belong to 
this type of networked community.  Within this study’s findings, individualistic 
and collectivistic behaviour for networking confirm CoP research that most 
participants engage for either one or the other and sometimes both (see, for 
example, Wasko and Faraj, 2005; Ardichvili, 2008).  Collectivistic approaches to 
TNLT participation were revealed within some elements of TNLT participation 
where learning and teaching networking was described as contributing to 
departmental or institutional knowledge.  However, individualistic tendencies 
were most revealed as the strategy to seek career promotion through 
motivations to participate for publication and strategic planning to a 
professorship through a learning and teaching route. 
Furthermore, TNLTs perpetuate both these individualistic and collectivistic 
tendencies in exchanging knowledge but despite self-interest, tangible 
outcomes such as publications circulate back to others thus fulfilling CoP’s 
community-interest in the end.  Coakes (2006, p22) states that there are six 
main resources required to operate a CoP, a space to meet; a place to store 
ideas; a memory of activities, a record of members; a means of communication; 
and a way to share tacit knowledge.  This research has highlighted how each of 
these factors is manifest within each of the TNLTs.  Findings from this study 
suggest adding a further resource, namely an innovative virtual space to 
exchange knowledge.  The explicit use of technology is missing from Coakes’ 
(2006) list and so by contributing a seventh resource to incorporate those that 
wish to network through digital means, the list is more complete. 
The fourth original contribution to be made in enhancing understanding of 
international academic networking is the absence of the student within the 
narratives of the TNLT participants.  This research focussed on the academic 
and not the student in higher education and so there was no expectation within 
this study that the student voice should be taken into account.  However, there 
was little evidence of the student majorly factoring into motivations and 
outcomes of networking practice.  It is perhaps the nature of learning and 
teaching that the student as the focus of attention does not need to be explicitly 
cited as the reason for exchanging learning and teaching knowledge.  However, 
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Chapter 5 problematises an assumed motivation to participate as solely having 
an interest in learning and teaching, by revealing that strategic motivations such 
as publication and career promotion were also cited.   
The fifth contribution is a greater understanding of the role that technology 
plays within academic networking practice.  Chapter 8 assessed the 
technological platforms that TNLTs use and TNLT participants’ experiences of 
using them.  Email is by far the most frequently used online communication 
method between TNLT participants.  Even when other applications such as 
online social networking were offered, group members reverted back to sharing 
files online and emailing instead.  Despite much long-standing rhetoric 
regarding technological determinism and omnipresence of technology, 
particularly in a Western context, international academic networking is 
facilitated only up to a point by technology but as this study finds, not driven by 
it.  In fact most TNLT participants were indifferent or underwhelmed by TNLT 
technological communication. 
The concept of global digital inequality further muddies the waters in assessing 
technological usage and TNLTs.  The digital divide has effectively left many 
global regions without access to the Internet due to poor infrastructure.  More 
recent explanations within the literature have highlighted how access to 
technology is more a case of inequality than divide.  TNLT’s lack of Web 2.0 
technologies may perhaps be marginalising those that have access to more 
recent mediums of communication such as Twitter or Facebook.  A 
recommendation from this study would be for TNLTs to become more active 
online and to involve themselves much more pro-actively in engaging non-
traditional TNLT participants through a greater variety of technologies. 
One of the drawbacks of this study of TNLTs was the relatively low numbers of 
questionnaire responses that were received.  Initially there was an expectation 
that responses would be higher than were eventually received.  There are many 
reasons for this including lower than assumed participation numbers in TNLTs 
and listservs and databases not being maintained and up to date.  As numbers 
were low, formulating a typology of TNLT participant characteristics for example 
was challenging as groupings such as native English-speaking or non-native 
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English-speaking had to be introduced into the statistical analysis.  No 
distinctions could therefore be made between countries or global regions and 
whether a participant was from that country or just based there.  Future 
research focussing on TNLTs and individual countries would need to examine 
as to whether it is the English language that is a key contributing factor to the 
findings of this or geographical location.  Furthermore, future research on the 
content of the knowledge exchange that occurs in TNLTs is worthy of attention 
and would contribute further to knowledge of academic networking practices.  
The fluid and regular turnover of organising members has made it difficult for 
this thesis to produce any kind of longitudinal study on TNLTs and past content.  
The Home of Geography has been based in Rome and facilitated by the IGU 
would be a good place to start as it holds an archive of commission’s outputs 
such as the IGU-CGE’s previous AGMs and meetings.  Future research on 
TNLTs should adopt a mixed-methods approach as the findings in this study 
would not have been possible if a purely qualitative or quantitative methodology 
had been employed.   
 
9.2.1 Evaluation of TNLTs 
 
Geographers that participate within TNLTs do so within a much wider context of 
academic networking than just in learning and teaching as a global field of 
interest and study.  Therefore, within this conclusion it is important to clarify the 
place of TNLTs within Geography.  Although at times, the TNLTs have been 
discussed on an individual basis throughout the thesis, it is important to 
understand that the TNLTs promote and sustain relationships between each 
other.  Some stand alone as individual enterprises but some geographers 
maintain associations between TNLTs.  There are two ways that TNLTs can be 
critically evaluated, one is the international policies and practices endorsed by 
the networks and the second is the nature of their contribution to the quality of 
geographical teaching and to CPD.  Firstly, all of the TNLTs have a common 
aim and many mutual objectives within mission statements and purpose.  Of all 
of these, the most shared focus is that of internationalising geographical 
learning and teaching, alongside creating discussion, collaboration and 
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reflection.  Of all of the policies that the TNLTs promote the bringing together of 
geographers from either global regions such as Eurogeo, for example, or 
globally, such as CGGE for example, the internationalisation of learning and 
teaching in Geography is a high priority.  Reflecting upon the front-facing 
information provided online as well as interview and survey data there is 
sometimes disconnect between how some TNLTs term themselves 
international (despite locations of participation revealing a less than 
international picture) and the active participation activity they have. 
However, TNLTs are considered to be international within this thesis as in many 
respects there are geographers from more than one nation, global region or 
continent.  The INLT for example, considers itself to be international yet 
interview data suggests that the original concept of the network was that 
participants from Anglophone countries such as USA, UK and Australasia 
would create an international network.  What has become clearer throughout 
this study is that despite the implementation of internationalising policies, TNLT 
practice relies heavily on personal acquaintances, individual contacts and the 
availability of ‘boundary spanners’ to connect TNLT personnel.  As such, this 
thesis raises a question as to the need for nine English-speaking TNLTs?  Are 
nine separate (but loosely connected) TNLTs required and to what extent could 
the TNLTs work more closely together in the future?  The original aims and 
objectives of this thesis were not suitable to explore these questions and so 
further research is required.   
Secondly, TNLTs can be evaluated by the contribution that they make to the 
quality of learning and teaching in Geography and also CPD.  It is difficult to 
measure the impact within this study that engaging in a TNLT has upon 
learning and teaching.  The more tangible elements of TNLT participation 
discussed throughout the thesis such as journal articles, workshops, online 
modules and repositories provide palpable contributions to Geography.  As 
there was the distinct absence of the student within the interview narratives it is 
problematic to view the intangible contributions in the same way.  This thesis 
cannot suggest whether TNLT participation has a direct or indirect effect on 
individual practice or on the discipline as a whole.  What this study can suggest 
however, is that TNLTs contribute to the on-going academic mobility of 
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geographers which in turn stimulates discussion with familiar and new peers, 
collaboration and reflection upon learning and teaching in Geography.  Whether 
this has a subsequent impact remains to be seen but the actualisation of 
mobilising geographers is a definite contribution.  A secondary contribution of 
TNLTs to the area of CPD is also a problematic area in which to make a 
judgement.  Chapter 2 discussed the place that CPD has within the higher 
education sector and concluded that there should be more research conducted 
into how informal development activities should be given similar weight to those 
provided formally.  This thesis has argued that TNLT participation is such an 
activity that may not be considered to be CPD currently but absolutely should 
be.   
 
9.2.2 Recommendations 
 
In final conclusion to this thesis, the study of TNLTs has contributed to a greater 
understanding of international academic networking by focusing on networks of 
learning and teaching.  By engaging in wider debates on CPD, higher education, 
CoP and information technology, the motivations, experiences and outcomes of 
participation have been explored which have been shown to be complex and 
multi-faceted.  Such a statement alongside this study’s findings and evaluation 
of TNLTs provides inspiration for deriving policy and practice relevant 
recommendations.  Firstly, given that tuition fees for UK universities have now 
risen, competition between universities might rely more on the quality of 
teaching in the future.  TNLTs need to be considered in a different light and 
therefore the first recommendation is for the TNLTs themselves as well as 
institutions.  Those universities that have learning and teaching focussed 
academics should fund learning and teaching focussed activities, such as 
attending a face-to-face TNLT event as part of CPD.  This would enable 
possible REF-able publications to be written as well as other outcomes such as 
collaborative research to be achieved.  TNLTs should promote themselves as 
networks that contribute to an academics’ CPD and geographers that 
participate should record CPD activity through TNLT experiences.  Secondly, 
having evaluated the TNLTs as almost regional in their membership with a 
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distinct lack of participants in South America, East Asia and Africa (see Chapter 
4) it is a recommendation that TNLTs could become regionalised rather than 
international in scope.  In this way, TNLTs could work together, sharing and 
collaborating rather than just existing side by side with a boundary spanners 
moving between.  A recommendation can be made that TNLTs should consider 
using existing relationships between TNLTs to form either more regionalised 
TNLTs that would cover all global regions or work more closely together to 
maximise resources and output by sharing and collaborating.  Using a 
regionalised approach may enable those geographers, for example in African 
countries currently participating in an overwhelmingly Anglophone network to 
engage with other African geographers in a regional network that eventually 
feeds into and receives knowledge exchange from other TNLTs. 
A final recommendation is for future research that has evolved from discussions 
within this conclusion and there are two possible areas for this thesis to build 
upon.  The first potential suggestion relates to studying further, questions raised 
in an earlier section around whether many smaller TNLTs are more effective to 
contributing to learning and teaching than fewer larger networks.  The second 
proposed idea would be to look at the impact of TNLT participation on students 
learning and academic practice to explore to what extent academic networking 
has on learning and teaching in higher education.   
In conclusion the quotation from Wright (1952) on page 117 of this thesis sums 
up well the current state of TNLTs in this study, stating how a lack of money, for 
both geographers and for the networks, perpetuates an inability to maintain 
archives or paid staff.  In rephrasing Wright’s (1952) last sentence, without 
policy and practice led recommendations suggested here being implemented, 
geographers’ conduct within networks must be done entirely by themselves as 
a labour of love. 
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Participant Information Sheet 
Transnational Higher Education Networks of Learning 
and Teaching (TNLTs) in Geography  
Participant Information Sheet 
Researcher: Kelly Wakefield, Loughborough University, UK, 
K.R.Wakefield@lboro.ac.uk  
Supervisors: Heike Jöns and Michael Hoyler, Loughborough University, UK, 
h.jons@lboro..ac.uk and m.hoyler@lboro.ac.uk  
What is the purpose of the study? 
The purpose of this study is to research higher education transnational 
networks of learning and teaching, in particular for this case study, [INSERT 
TNLT]. 
I am currently in the second year of my PhD at Loughborough University and I 
am conducting this research for inclusion within my findings.  
I hope to achieve a collection of data about reasons how and why geographers 
(or those involved in geography) access and participate in TNLTs and the 
impact it has.  Also, in this particular instance how and why geographers 
organise TNLTs. 
Who is doing this research and why? 
I will be conducting the semi-structured interviews at a date and time 
convenient to the interviewee and in a suitable place, for example at UK 
institutions, over Skype or at the annual AAG meeting in April, 2011. 
This study is a part of a student research project funded by Loughborough 
University. 
Once I take part, can I change my mind? 
Yes! Please read this information and ask any questions you may have. If at 
any time, before, during or after the interview you wish to withdraw from the 
study please say.  You can withdraw at any time, for any reason and you will 
not be asked to explain your reasons for withdrawing. 
A transcription of the interview will be sent to you after the interview for you to 
read. 
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How long will it take? 
The semi-structured interview will take approximately an hour in duration. 
Is there anything I need to do before the interview? 
No, unless you wish to prepare any information.  Having background 
information on your academic career would be useful for this study, for example, 
the universities that you have studied and worked at.  If you wish to do so, 
please can you forward your academic CV to me at the email on this sheet, if 
you do not wish to do so please ignore this request.   
Along with this Participant Information Sheet is a PDF outlining the areas I 
would like to cover in the interview. 
What personal information will be required from me? 
None, all of the interviewees will be anonymised.   
Will my taking part in this study be kept confidential? 
All interviews are anonymous and no personal details of any participants will be 
taken. All data will be securely stored on university premises and will be 
destroyed following the completion of my PhD studies. 
What will happen to the results of the study? 
These will be analysed and used in the analysis of my PhD thesis findings and 
subsequent academic publications. 
I have some more questions who should I contact? 
Please contact myself, Kelly Wakefield at k.r.wakefield@lboro.ac.uk  
Please contact my supervisors Heike Jöns h.jons@lboro.ac.uk or Michael 
Hoyler m.hoyler@lboro.ac.uk  
What if I am not happy with how the research was conducted? 
Loughborough University has a policy relating to Research Misconduct and 
Whistle Blowing which is available online at 
http://www.lboro.ac.uk/admin/committees/ethical/Whistleblowing(2).htm 
282 
 
Appendix B 
Global Higher Education Networks for Learning and Teaching 
in Geography Questionnaire INLT Meeting 2010 
This questionnaire is for a PhD study at Loughborough University (UK). It will take only 10 minutes, is 
voluntary and all data will be kept anonymous. For further information please see attached sheet. 
For any other information please contact Kelly Wakefield at K.R.Wakefield@lboro.ac.uk 
A. INLT 
1. Are you a member of INLT?  Please circle one option 
yes □[1] no □[2] If no please continue with question 5 
 
2. In which year did you join INLT? 
……………………………………… 
 
3. Why are you interested in INLT membership?   Please provide comment below 
 ………………………………………………………………………………………………………………… 
 ………………………………………………………………………………………………………………… 
 ……………………………………………………………………………………………………………… 
 
4. How have you benefited from participating in the INLT?  Please provide comment below 
 ………………………………………………………………………………………………………………… 
 ………………………………………………………………………………………………………………… 
 ……………………………………………………………………………………………………………… 
 
5. Which previous INLT meetings have you attended? Please tick all options that apply 
  Honolulu, 1999 □[1] Glasgow, 2004 □[2] 
  Brisbane, 2006 □[3] None   □[4] 
 
6. What motivated you to sign up to this INLT meeting?   Please provide comment below 
 ………………………………………………………………………………………………………………… 
 ………………………………………………………………………………………………………………… 
 ………………………………………………………………………………………………………………… 
 
B. Communication 
7. a. Did you join the INLT social network site on Ning? Please tick one option  
  yes □[1]    go to b  no □[2]    go to c  
b. If yes, why?  Please provide comment below 
........................................................................................................................................................... 
……………………………………………………………………………………………………..……….… 
………………………………………………………………………………………………………………… 
c. If no, why not?............................................................................................................................... 
………………………………………………………………………………………………………………... 
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8. a. Which of the following have you used previously when communicating with members of 
 global geography learning and teaching networks ? Please tick all that apply 
8. How useful did you find the technology (e.g. Ning) in communicating with other INLT  
members? 
 
b. And why have you used them?  Please provide comment………………………………………………… 
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
9. How confident would you say you are with using social networking? (e.g. Ning) Please circle one 
Not very    Neutral    Very  
1      2       3        4   5 
10. a. Do you feel using Ning enhanced your experience of networking/collaborating with other INLT 
members? Please tick one option  
 yes □[1]    go to b  no □[2]    go to c Please provide comment below 
b. If yes, how? ................................................................................................................................. 
 ………………………………………………………………………………………………………………... 
 ………………………………………………………………………………………………………………… 
c. If no, why not?.............................................................................................................................. 
………………………………………………………………………………………………………………... 
………………………………………………………………………………………………………………… 
 
C. Global Networks 
11. a. Have you created a global geography network of learning and teaching?   Please tick one option  
yes □[1]    go to b  no □[2]    go to c Please provide comment below 
b. If yes, what is it called and is it/are these online networks?.......................................................... 
 ………………………………………………………………………………………………………………… 
 ………………………………………………………………………………………………………………… 
c. If no, what barriers have you faced?............................................................................................. 
 ………………………………………………………………………………………………………………… 
 ………………………………………………………………………………………………………………… 
12. What global geography learning and teaching networks are you affiliated with or participate in, if 
any? Please provide comment below 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
 
 
 
Email   □[1] Face to face contact □[2]  
Social Networking □[3] N/A    □[4]  
Other   □[5]……………………........................................................................ 
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13. Why and how do you affiliate with/participate in these networks?    
 Please consider the following… 
 
a. What incentives are there? 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
b. What barriers are there? 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
c. Are they online? 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
 
14. a. Do you participate in global geography networks of research ? Please tick one option 
  yes □[1]    go to b and c  no □[2]    go to d Please provide comment below 
b. If yes, please name them………..……………………………………………………………………… 
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
c. If yes, is it/are these online networks?........................................................................................... 
………………………………………………………………………………………………………………… 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………
d. If no, why not?.............................................................................................................................. 
………………………………………………………………………………………………………………… 
…………………………………………………………………………………………………………………
………………………………………………………………………………………………………………… 
 
D. Support and Motivation 
 
15. How do you feel your department/university supports you in networking with other members of  
learning and teaching networks?  Please provide comment 
below................................................................................................................................................... 
………………………………………………………………………………………………………………… 
…………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………  
 
16. What motivates your interests in learning and teaching? Please provide comment below................ 
………………………………………………………………………………………………………………… 
………………………………………………………………………………………………………………… 
………………………………………………………………………………………………………………… 
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E. Personal Details 
17. Gender: Please tick one option           
 
18. Age:  Please tick one option           
 
19. At what career point are you? Please tick one option 
How many years have you been involved in the discipline of geography? 
20. What discipline within geography do you associate yourself with? Please tick one option 
 
21. Which institution are you affiliated with or work for? 
………………………………………………………………………………………………………………… 
………………………………………………………………………………………………………………… 
 
22. What country is this in? 
………………………………………………………………………………………………………………… 
 
23. Would you say your average workload is more:  Please tick one option 
learning and teaching intensive  □[1] 
research intensive    □[2] 
equal      □[3] 
 
 
 
 
 
 
 
 
 
 
 
 
 
21-30 □[1] 31-40 □[2] 41-50 □[3] 51-60 □[4] 61+□[5]  
Early □[1]  Mid □[2]  Late □[3]  Retired □[4] 
 
Female □[1] Male  □[2]  
Human □[1] Physical □[2]  Other □[3]………………….……………… 
Thank you for taking the time to complete this questionnaire. 
Please hand back to Kelly Wakefield 
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Appendix D 
Interview Schedule 
Transnational Higher Education Networks for 
Learning and Teaching in Geography (TNLTs)  
Brief overview of the areas of interest: 
1. History (maybe more relevant for organisers) 
History of network 
Past organisers and members 
Reason(s) for establishment 
 
2. Motivations 
Your experiences of organising and /or accessing a TNLT(s). 
Motivations for organising and / or participating in TNLT(s) 
Web 2.0 / digital technology 
 
3. Participation 
Incentives to organising and / or participating 
Barriers to organising and / or participating 
Time and effort you spend to organise and / or participate 
 
4. Outcomes 
Impact that involvement in TNLT(s) has had on you professionally 
Impact that involvement in TNLT(s) has had on you personally 
Effectiveness of TNLT(s) 
 
5. Technology 
Online communication usage 
Online social networking 
Mobile technology 
